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ABSTRACT 
In 2006, South Africans celebrated the twelfth anniversary of a democratic South 
Africa.  There was a paradigm shift in education as government introduced an 
inclusive education system.  Inclusive education is an international philosophy 
that places emphasis on the provision of special education services to students 
with special learning needs within regular classrooms.  As a result, teachers, as 
in other parts of the world are required to have knowledge, skills and positive 
attitudes to engage in discussions, adapt curricula, and develop inclusive 
strategies for the implementation of inclusive practices in teaching and learning.  
This research investigated the inclusive practices in adult education and training 
institutions in Gauteng, South Africa.  The aim and rationale for this study were 
to explore teaching practices that may enhance inclusive teaching in adult 
education and training institutions in Gauteng, South Africa.  The main objectives 
were to determine how teachers in Gauteng East District conceptualise inclusive 
teaching within an adult education context; explore practices of teaching adult 
learners with diverse abilities and needs in adult education and training 
institutions and to find out to what extent these institutions are inclusive; and to 
develop guidelines or a conceptual framework on how teaching in these 
institutions could (if necessary) be made more inclusive. 
The qualitative nature of the study prompted a need to adopt an interpretivist 
research paradigm and qualitative research approach.  The study adopted 
participatory action research as a research design within which data were 
collected using qualitative data collection methods, such as semi-structured 
interviews, participant observations, documentary analysis and focus group 
interviews.  The population of the study consisted of all adult education and 
training centres and adult education and training teachers in the Gauteng East 
District.  There are four AET centres in the Gauteng East District; however one 
centre was purposefully selected from the population.  
A research group was constituted by at least five purposefully selected teachers 
teaching in a selected adult education centre.  These educators were employed 
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full-time in the selected adult education centre and were willing to participate in 
the study. 
 
The limitation of the study was that the educators who were involved in the study 
had little knowledge about inclusive education.  Therefore, the findings of the 
study revealed that most educators’ teaching practices did not accommodate 
learners with diverse needs in adult education and training institutions in Gauteng 
East District. 
 
The study showed that educators generally had positive attitudes towards the 
implementation of inclusive education in adult education and training institutions.   
Furthermore, the findings of the study indicated that there was a 
misunderstanding of the concept of inclusive education among the teachers.  
Lastly, the study confirmed that inclusion is a dynamic process, which is 
constantly evolving according to local cultures and contexts and is part of the 
world strategy to promote an inclusive society; therefore, it is also an important 
aspect of education in all adult education and training institutions. 
 
Therefore, it is appropriate to recommend that the findings of the study be used 
as a basis for developing guidelines for inclusive teaching in adult education 
centres.  All teachers in these institutions need to be made aware of inclusive 
practices.  The study recommends that the issue of big classes, which is the main 
barrier to effective inclusion in schools, should be addressed otherwise it will be 
difficult for educators to implement inclusive teaching and learning effectively.  
Participating teachers, as indicated in the study, were not prepared for inclusive 
teaching; therefore, it is recommended that educators be re-trained to improve 
their inclusive teaching skills. 
 
In conclusion, the study contributed by developing guidelines on how teaching in 
adult education and training institutions could be made more inclusive.  The study 
forms the basis for how inclusive education is conceptualised in an adult 
education context and how educators operationalise inclusive teaching within an 
adult education context.
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CHAPTER 1: INTRODUCTORY ORIENTATION TO THE 
STUDY 
1.1 Introduction and Background 
One of the aims of an education system is to provide quality education for all 
learners in order to enable them to realise their full potential, and thus contribute 
to and participate in the society.  Furthermore, section 1 of the Constitution of the 
Republic of South Africa (Act 108, 1996) also emphasises the recognition of 
diversity (Prinsloo, 2001:346). This, according to Prinsloo (2001:346), has 
implications for an inclusive approach to education because recognition of such 
rights should result in the provision of appropriate inclusive and supportive 
education.  
 
Similarly, the South African Constitution also requires public schools to admit all 
learners without unfairly discriminating against them in any way.  The Constitution 
further gives parents the right to choose the school their children should attend 
within close proximity of their residential area.  Equally, the rights of all children 
(including those who experience barriers to learning) are legislatively provided for 
within the Inclusive Education (IE) policy as promulgated in the Education White 
Paper 6: Special Needs Education: Building an Inclusive Education and Training 
System (DoE, 2001).  
 
The Education White Paper 6 (DoE, 2001) provides a framework for establishing 
an IE system over a 20-year period, which includes the establishment of inclusive 
schools that are better resourced with teachers that are trained to support all 
learners regardless of their special needs or disabilities.  
 
The conceptual framework of this study was based on three concepts, namely 
inclusive education, inclusive pedagogy and andragogy.  Inclusive education (IE) 
is an education system that departs from a premise that all learners should be 
accommodated in the classroom regardless of their background (Makoelle, 
2012a:84).  Moran (2007b:121) concurs with Makoelle (2012a:84) that IE means 
accommodating learners in the classroom regardless of their background.  Moran 
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(2007:122) postulates that IE is related to the entitlement of all children and young 
people to quality education, irrespective of their differences, dispositions or 
disabilities, and IE is therefore about embracing educational values of equity, 
diversity and social justice.  Inclusive education means that mainstream schools 
actively welcome children with perceived disabilities or special needs, and have 
the training and resources that allow them to provide the support needed by 
different learners (R2ECWD, 2012:1). 
 
Furthermore, IE emphasises the importance for children with diverse needs to 
have the same opportunities to learn to reach their full potential within 
mainstream education.  It is thus an education that is non-segregating, which 
actively works towards enabling children to learn with and from each other 
(R2ECWD, 2012: 2). 
 
The concept of inclusive pedagogy relates to the art of facilitating the process of 
teaching and learning inclusively to all children.  As Makoelle (2012a: 84) notes, 
inclusive pedagogy entails the totality of practices, beliefs, attitudes and 
conceptions about making a pedagogic discourse inclusive.  Inclusive pedagogy 
refers to knowledge and the skills required by teachers to inform the decisions 
they make about their practice (Florian & Spratt, 2013).  According to Florian and 
Black-Hawkins (2011:813), inclusive pedagogy requires a shift in focus from one 
that is concerned with only those individuals who have been identified as having 
‘additional needs’, to learning for all, it is a rejection of deterministic beliefs about 
ability (and the associated idea that the presence of some will hold back the 
progress of others), and ways of working with and through other adults that 
respect the dignity of learners as full members of the community of the classroom 
(Florian & Black-Hawkins, 2011:813). 
 
Moreover, the notion of inclusive pedagogy has presented some challenges to 
teachers who are supposed to change their pedagogy to that which is inclusive.  
This is evident, as stated by Ntombela (2011:6), in that there seems to have been 
minimal implementations on the ground despite the major policy shift towards an 
inclusive pedagogic discourse.  Models have been developed to empower 
teachers to embrace inclusive teaching strategies.  However, such models have 
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focused only on child learners in mainstream schools and not on adult learners 
in adult education centres (AECs). 
 
Over the years, it seems as though the key challenge facing teachers who wish 
to become more inclusive in their practice is how to respect as well as to respond 
to human differences.  This implies including learners in, rather than excluding 
them from, what is ordinarily available in the daily life of the classroom (Florian & 
Black-Hawkins, 2011:14).  However, meeting this challenge sets a high standard 
for inclusive practice because extending what is ordinarily available to all learners 
is a complex pedagogical endeavour (Florian & Black-Hawkins, 2014:14). 
 
Such a course of action requires a shift in teaching and learning from an approach 
that works for most learners existing alongside something ‘additional to’ or 
‘different from’ those who experience difficulties, towards one that involves the 
development of a rich learning community characterised by learning opportunities 
that are sufficiently made for everyone, so that all learners are able to participate 
in classroom life (Florian & Linklater, 2010:370).  A teacher committed to inclusive 
pedagogy must accept primary responsibility for the learning of all the children in 
the class.  Florian and Spratt (2013:123) postulate that the choices teachers 
make and the actions they take in the organisation of learning convey messages 
and values reaching well beyond the formal focus of the lesson.  Moreover, 
deterministic views of learning induce pessimism among teachers who believe 
they do not have the power to make a difference to the learning of children. 
 
Therefore, the inclusive pedagogical approach rejects ability labelling as a 
fundamental premise.  Specifically, inclusive pedagogy is opposed to practices 
that address education for all by offering provision for most with additional or 
different experiences.  Instead, it urges teachers to extend what is ordinarily 
available (Florian, 2010:62).  Florian (2010:41) also postulates that opportunities 
should be provided for all children to learn within a classroom community that 
does not make judgments about ability.  While these insights are about inclusive 
teaching and learning of children, little is known about making teaching and 
learning of adults (andragogy) inclusive. 
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The concept of andragogy refers to the process of facilitating adult teaching and 
learning (Monts, 2000:2).  The concept ‘andragogy’, which is the art and science 
of helping adults to learn, was popularised by Malcolm Knowles (Monts, 2000:2).  
Furthermore, the roots of andragogy can be traced back to Alexandra Kapp, a 
German grammar teacher who used the term to describe Plato’s educational 
theory (Monts, 2000:2).  Monts (2000:2) maintained that adult education requires 
special teachers, special methods and a special philosophy.  Knowles (1980:43) 
defines the concept ‘andragogy’ as the art and science of how adults learn, 
contrasting it or showing that it is different to pedagogy, which is the art and 
science of helping children learn.  
 
The primary distinction between pedagogy and andragogy according to Bangura 
(2017:91) is that in pedagogy, the learner is treated as a passive individual, while 
in andragogy, the learner is treated as a relatively autonomous and self-directed 
individual. The emphasis in pedagogy is on a dominant teacher and a dependent 
and passive learner, while a teacher in andragogy functions as a facilitator to or 
resource for the learner, and in the process is equally an active learner.The 
distinctions between pedagogy and andragogy are further discussed in Section 
2.9 and illustrated in Table 2.1.   
 
The literature seems to indicate that more research has been invested in inclusive 
pedagogy, especially in mainstream schools; however, little is known about 
practices of facilitating the process of teaching and learning to adult learners with 
diverse needs inclusively.  Therefore, andragogy, which is adult learning and 
teaching, has own basic principles and theories of facilitating the process of 
learning and teaching in adults.  Adult learners are, for instance, internally 
motivated and self-directed and goal directed; they like to be respected; they are 
relevancy-oriented and practical.  It is important, though, to establish whether 
what is known about facilitating inclusive pedagogy could enhance an 
understanding of how an inclusive andragogy could be facilitated (Knowles, 
1980:43). 
 
While several studies on inclusive practices in mainstream schools have been 
conducted Florian, 2012; Florian & Rouse, 2012; Lomofsky & Lazarus, 2010), 
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studies in inclusive practices in adult education institution are scanty or non-
existent.  This presents a gap to be addressed below as a problem statement. 
 
1.2 Problem Statement 
IE has recently been introduced in the Adult Education and Training (AET) 
institution of South Africa with minimum training offered to teachers (DoE, 2010).  
The majority of AET teachers and principals are still battling to embrace this new 
concept of inclusion, making implementation difficult (DoE, 2010).  Until recently, 
AET institutions have admitted adult learners who sometimes did not have 
opportunities to attend school. Those adult learners carry ‘adult responsibilities’ 
through their economic, family or community commitments. Adult institutions are 
places where adult learning takes place. They are also called adult centres. In 
this thesis the concept adult institution is used intechangably with the concept 
adult centre as they are purpoted to synonymous in South Afrca. 
 
The adult learner brings complex life experiences to the learning environments 
and their time is often very constrained precisely because of their multiple roles 
and responsibilities, therefore IE will enable the teachers to accommodate the 
challenges faced by the adult learners (DoE, 2010).  Moreover, the current socio-
economic structure in society has brought about changes in the profile of learners 
who are currently attending school in AET institutions.  Most learners who drop 
out of the mainstream schools are likely to move into AET institutions (DoE, 
2010).  They enter these institutions with diverse educational barriers such as 
poor command of language of instruction and others, which often present 
challenges to the AET teachers most of whom have had little or no training in 
inclusive teaching in an adult educational context (DoE, 2010).  Similarly, a 
growing number of learners who make little progress in mainstream schools have 
also sought admission in AET institutions, presenting further challenges to AET 
teachers (DoE, 2010).  This state of affairs has called for teachers to adopt 
different approaches towards teaching and learning to accommodate learners 
with diverse abilities and needs and more so to make sure that teaching and 
learning are equitable and inclusive.  Therefore, this study sought to answer the 
overarching research question and sub-questions discussed below. 
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1.3 Research Question(s) 
The overarching research question was articulated as follows: 
 
Which teaching practices promote inclusion of adult learners with diverse needs 
in adult education and training institutions in the Gauteng East District? 
 
In order to generate answers to this question the following sub-questions were 
articulated: 
 
1.3.1 Sub-questions  
The following sub-questions were intended to generate answers for the research 
question above: 
 
• How do teachers in the Gauteng East District conceptualise inclusive 
teaching within an adult education context? 
• Which practices do teachers in AET institutions use in teaching adult 
learners with diverse needs, and which of those are inclusive? 
• How could teaching practices within AET institutions be made to become 
more inclusive? 
 
Based on the research questions the study was planned to achieve the aim and 
objectives indicated below. 
 
1.4 Aim and Objectives 
The aim of the study was to explore teaching practices that could enhance 
inclusive teaching in AET institutions in the province of Gauteng.  The objectives 
of the study were the following: 
 
• To determine how teachers in the Gauteng East District conceptualise 
inclusive teaching within an adult education context; 
• To explore practices of teaching adult learners with diverse needs in AET   
institutions and to find out to what extent they are inclusive; 
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• To develop guidelines on how teaching in AET institutions could be made 
more inclusive. 
 
In order to achieve the set aim and objectives of the study, the methods and 
approaches discussed below were followed. 
 
1.5 Research Methodology 
The methods and approaches set out below were followed in order to achieve 
the aims and objectives of the study. 
 
1.5.1 Research paradigm 
According to Taylor, Kermode and Roberts (2007:5), a paradigm is “a broad view 
or perspective of something”.  Weaver and Olson (2006:460) define a research 
paradigm as a pattern of beliefs and practices that regulates inquiry within a 
discipline by providing lenses, frames and processes through which investigation 
is accomplished.  Weaver and Olson (2006:460) further describe interpretivist 
research as primarily exploratory and descriptive in purpose, designed to 
discover what can be learned about the area of interest.  They note that the 
interpretivist researcher views the world as a socio-psychological construct where 
there are multiple realities forming an interconnected whole (2006:460). The 
researcher adopted this stance as this study endeavoured to interpret the 
generative conceptions of inclusive practices within the adult education context.  
Since participants’ interpretations and constructions of reality are important in 
understating inclusive practices in AECs centres, it was appropriate to choose a 
qualitative research approach. 
 
1.5.2 Qualitative research approach 
In qualitative research, the context is accepted in a naturalistic way, and the 
researcher is usually physically present (McMillan & Schumacher, 2001:395).  
Terre Blanche, Durrheim and Painter (2006:275) state that this context is 
acknowledged as having an impact on the participants and on the data collected.  
Proponents of qualitative research hold the idea that in social science the 
meaning of human creations, words, actions and experiences can only be 
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ascertained in relation to the context in which they occur.  Terre Blanche et al. 
(2006:276) highlight that the commitment to understanding human phenomena 
in context, as they are lived, using context-derived terms and categories, is at the 
heart of interpretive research. They argue that the development of methodologies 
for understanding human phenomena ‘in context’ is arguably the central 
achievement of qualitative methodology (Terre Blanche et al., 2006:276).  
Meaning depends on context and must be related to the position of perspectives 
of different participants. 
 
Eisner (1991:36) provides a helpful synthesis of prominent characteristics of 
qualitative research: 
 
• The researcher acts as the “human instrument” of data collection. 
• Qualitative researchers predominantly use inductive data analysis. 
• Qualitative research reports are descriptive, incorporating expressive 
language and the “presence of voice in the text”. 
• Qualitative research has an interpretive character, aimed at discovering 
the meaning events have for the individuals who experience them, and the 
interpretations of those meanings by the researcher. 
• Qualitative research has an emergent design, and researchers focus on 
this emerging process as well as the outcomes or product of the research. 
• Qualitative research is judged using special criteria for trustworthiness. 
 
These characteristics are considered to be interconnected and mutually 
reinforcing firstly, the choice of a qualitative approach seemed appropriate for this 
study as it would allow reality to be seen from the perspective of the researcher 
and the participants.  Secondly, the participation of research subjects would 
ensure their voices and interpretation of reality as seen through their eyes and 
imagination.  Therefore, the nature of the study leans towards a participatory 
mode, hence the choice of participatory action research (PAR) as a research 
design. 
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1.5.3 Research design 
As the researcher I explored the research questions through the selection of an 
appropriate research design.  A research design specifies the plan for the 
execution of the research (Dlamini, 2015:85).  A research design with a 
combination of methods and procedures is determined by the research problem 
and the questions to which answers are sought.  Terre Blanche et al. (2006:37) 
state that a valid and coherent research design takes into account the decisions 
made and is relevant to the following four dimensions: the theoretical paradigm 
informing the research, the purpose of the research, the context or situation within 
which the research is carried out, and the research techniques employed to 
collect and analyse the data. 
 
PAR adopted in this study is a kind of a research design where a group of 
practitioners probe, analyse and reflect on their practice to improve it (Makoelle, 
2012a:85). Garth (2004:13) explains that PAR is a way of creating an 
environment and an opportunity for a community in need to step up and empower 
themselves to create the social change that they deem necessary.  Such an 
approach also enables the researcher to find out about people in a way that 
makes sense to the people, and instead of making general observations and 
assumptions, he or she actually gets the information first hand from the 
community.  He further mentions that this approach, unlike many others, has a 
built-in system for the implementation of action and is not simply a way for a 
researcher to analyse or criticise local problems.  Instead, PAR inspires collective 
action and the horizontal exchange of ideas, and allows for a snapshot into how 
a community really functions and operates. 
 
Baldwin (1997:68) indicated the following important aspects of participatory 
action research which are related to this study: 
 
• Firstly, PAR conducts research with people not on them.  Those involved 
in the problem under study are part of the research process. 
• Secondly, co-researchers join together to develop knowledge to inform 
practice and solve concrete problems.  As such, PAR aims to ensure that 
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the actions of those involved are better informed, if not changed, through 
the research process.  
• Thirdly, PAR is a process of knowledge development involving action and 
reflection.  It is a creative process of testing knowledge in action and 
through critical reflection on action. 
• Lastly, PAR aims to solve concrete problems and, in so doing, to make a 
positive difference in the lives of those involved in the research process 
and those who benefit from it.  Hence, PAR is transformative rather than 
merely informative. 
 
Gergen and Gergen (2008:159) state that PAR is about “world making” not “world 
mapping”.  In their view, researchers should show people how the world could be 
and not just how it is.  
 
In this study, a research group was constituted by teachers teaching in an AEC.  
The action research stages that were adopted in data collection are planning 
(during which objectives for PAR were determined), observation (current practice 
observed), action (new practices put into action) and reflection (reflecting on PAR 
processes).  These stages occurred in form of a cycle illustrated in Figure 1.1 
below: 
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Figure 1.1: Action research cycle 
Source: Makoelle (2013:95) 
 
During these stages a series of reflective meetings were held as part of data 
generation and a number of meetings were determined by the point at which 
theoretical saturation was reached.  
 
1.5.4 Population and sampling 
The following sub-sections explain the population and sampling used in this 
study. 
1.5.4.1 Population 
A research study utilises a group of subjects selected from a particular target 
population, that is, a group of elements or cases, whether individuals, objects or 
events, that conform to specific criteria or to which one intends to generalise the 
results of the research (McMillan, 1996).  This group is also referred to as the 
‘target population’ or ‘universe’, or the people about whom one wishes to learn 
something (Ary, Jacobs, Sorensen, & Razavieh, 2009:134). 
 
The population of the study consisted of all AET centres and AET teachers in the 
Gauteng East District (GED).  There are four AET centres in the GED; however, 
one centre was purposefully selected from the population.  
PAR 
Planning 
Observation 
Action  
Reflection 
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1.5.4.2     Sampling  
Sampling entails the selection of research participants from an entire population 
and involves decisions about which people, settings, events, behaviours and/or 
social processes to observe (Terre Blanche et al., 2006:49).  The unit of analysis 
has a bearing on whom or what is selected for the sample.  This should be 
representative of the population about which the researcher aims to draw 
conclusions (Terre Blanche et al., 2006:49).  The size should be large enough to 
allow a researcher to make inferences about the population.  Interpretive and 
constructivist research typically does not draw large or random samples (Terre 
Blanche et al., 2006:49).  A researcher usually chooses between either 
comprehensive sampling or purposeful sampling.  The latter provides a strategy 
where groups are usually large and resources not plentiful (McMillan & 
Schumacher, 2001:401).  The chosen sampling strategy for this research was 
purposeful sampling.  
 
In this study, an AET centre was purposefully selected as a research site since 
the centre had all the characteristics of adult learning and teaching, and its 
teachers could provide valuable input into the study. One of the characteristics of 
adult learning and teaching is that the participating learners in this centre are a 
distinct group. It is not a school-going age group; they vary in age, experience 
and in their level of knowledge. The other characteristic, as indicated by Knowles 
(1984:12) is that learners are autonomous, independent and self directed, and 
responsible for themselves. Learners in this centre are voluntary and self-
motivated learners.  The choice of the centre was informed by the ability of 
teachers to supply relevant and deeper knowledge on adult education as they 
have been teaching in the centre for a period of five years or more. Some of the 
educators were pursuing studies in IE as discussed in section 4.3.1.1. 
  
A research group was constituted by at least five selected teachers teaching in a 
selected AEC.  These teachers were working full time in the selected AET centre 
and were willing to participate in the study.  
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1.5.5 Instrumentation and data collection process 
The data collection process was cyclic and to obtain adequate and appropriate 
data it was important to consider the data collecting tools convenient for the 
particular study.  The qualitative nature of the study prompted the need to use 
qualitative data collection instruments as they allowed the subjects to speak for 
themselves; therefore, in this study data were collected using semi-structured 
interviews, participant observations, documentary analysis, and focus group 
interviewing during PAR.  Reflective meetings were held to discuss every PAR 
stage and minutes were kept.  The research group also kept research diaries 
(journals). 
 
The study took place in different phases as described below: 
 
Phase 1 – Planning: During this phase, the research group determined the 
objectives for PAR. 
 
Phase 2 – Participant observation: Participant observation is qualitative and 
has its roots in traditional ethnographic research, whose objective is to help 
researchers learn the perspectives held by study populations (Makoelle, 
2013:95).  This observation can lead to deeper understandings than interviews 
alone, because it provides knowledge of the context in which events occur, and 
may enable the researcher to see things of which participants are not aware, or 
that they are unwilling to discuss.  
 
Participants observed one another during presentations of lessons.  A pre-
planned observation schedule was drafted by the research group to evaluate 
current practices used to facilitate inclusive adult learning.  The observations 
were done as follows: firstly, there was a baseline observation to identify inclusive 
practices currently used and for this, a pre-planned observation schedule drawn 
using literature was adopted.  
 
Secondly, a further observation to evaluate how the practices are used was done 
again by means of a pre-planned observation schedule drawn from data collected 
 CHAPTER 1: INTRODUCTORY ORIENTATION TO THE STUDY 
 
14 
from the baseline observations.  Due to the routine and the nature of the teaching 
schedule at AET institutions. it was feasible for two lessons per teacher to be 
observed (a total of 10 observations).  
 
Semi-structured interviews were then conducted with teachers based on 
observations to gather evidence on how observed practices could be developed 
to facilitate inclusive adult teaching and learning.  The interview guide was 
derived from the observation data.  Semi-structured interviews were used for the 
following reasons: firstly, the interviewer was free to probe and explore within the 
predetermined inquiry area.   
 
Secondly, they helped to overcome misunderstandings and misinterpretations of 
words or questions, and lastly they offered a versatile way of collecting data 
(Welman & Kruger, 1999:161).  The major advantage of a semi-structured 
interview is that the researcher can be in control of the interview process and can 
direct the focus of the interview.  However, a semi-structured interview could limit 
the depth of information the participant is able to give, thus excluding important 
information (Dawson, 2006:30). 
 
Phase 3 – Action: The research group was based on evidence from 
observations, and interview data identified practices that had potential to facilitate 
inclusive teaching and learning in an AET classroom context.  The research 
group adopted these practices in facilitating learning over three months during 
which reflective meetings were held once every week to review their usefulness 
in facilitating teaching and learning.  Concomitantly, documentary analysis of 
adult learner performance was reviewed by analysing schedules in different 
subjects. 
 
Document analysis: This is a process of examining the official documents of an 
institution to gather detailed data on the practices of the institution (Bowen, 
2009:124).  Such documents could include public documents, policy statements, 
minutes of meetings, plans and diaries.  In this study, a close analysis was done 
of learners’ records such as schedules and books to determine the extent of 
learning. 
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To triangulate documentary analysis, focus group interviews were held with adult 
learners.  A focus group interview is defined by Babbie (2004) as a gathering of 
five to twelve people brought together to shed light on a guided discussion.  In 
agreement with Babbie, Van Zyl (2002:30) recommends that a focus group 
should consist of between six and ten participants in order to get as many 
different opinions as possible.  
 
In this study, ten persons were selected randomly from participating classes to 
analyse their perspectives about old and new practices.  
 
The group should be as homogeneous as possible.  In this study, focus group 
interviews were used to explore the opinions, perceptions and views of the 
participants without putting any pressure on them.  This type of interviewing was 
used because it is known to stimulate high levels of involvement among 
participants when there is a need to generate ideas from the individuals in a 
collective.  One aspect of focus group interviewing is that the issue discussed, 
the question raised and the matters explored change from one interview to the 
next as different aspects of the topic are revealed (Cargan, 2007:110).  
Therefore, this kind of flexibility was envisaged in the course of my study.  The 
purpose of focus group interviews was to collect more information on observed 
practices from observed teachers (a total of four focus groups).  Therefore, the 
focus group interview items were generated from the observation and interview 
data.  
 
The focus group interviews were conducted with adult learners from the 
participating classes to determine their perspective on practices adopted to 
facilitate teaching and learning.  
 
Phase 4 – Reflection: The research group reflected on PAR processes, made 
interpretations and arrived at conclusions. 
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1.6 Data Analysis 
The aim of data analysis is to transform information or data into an answer to the 
original research question (Maughreen, 2009:94).  Qualitative data analysis is 
primarily an inductive process of organising the data into categories and 
identifying patterns (relationships) among the categories, most of which emerge 
from the data (McMillan & Schumacher, 2001:461).  The type of data analysis 
should match the research paradigm and data should answer the research 
question (Terre Blanche et al.:52).  An analytical style may be structured or 
emerge as intuitive but commonality is that most qualitative researchers employ 
an interpretive and subjective style (McMillan & Schumacher, 2001:461).  The 
systematic process involves selection, categorisation, comparisons, synthesis 
and interpretation to provide explanations about the single phenomenon of 
interest (McMillan & Schumacher, 2001:462).  
 
Social constructionist methods are qualitative, interpretive and concerned with 
meaning (Maughreen, 2009:94).  Where understanding and interpretive traditions 
focus on subjective understandings and experiences of individuals or groups, 
social constructionist researchers want to show how such understandings and 
experiences are derived from and feed larger discourses (Maughreen, 2009:94).  
Interpretive approaches treat people as though they were the origin of their 
thoughts, feelings and experiences.  Social constructionist approaches treat 
people as though these thoughts, feelings and experiences were the products of 
the systems of meaning that exist at a social level rather than the individual level 
(Terre Blanche et al., 2006:278). The research sought information from 
individuals in the social context of a focus group and the interviews dealt with the 
social phenomenon of inclusion. 
 
Mouton (2001:113) explains that the aim of data analysis is to understand the 
components of data and determine the relationship between variables, patterns 
and themes.  To arrange data in an analysable form a spreadsheet with columns 
for each set of data is used to synthesise data.  Then systematic analysis is done. 
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In this study, data were analysed by using an inductive approach and group 
interpretive analysis.  The steps explained below formed the basis of the process 
analysis (Terre Blanche et al., 2006:6). 
 
• Step 1 – Familiarisation and immersion 
Have preliminary understanding of the meaning of the data and then take all 
the material and immerse in it – this time working with texts rather than with 
lived reality. 
• Step 2 – Inducing themes 
Look at the material and try to work out what the organising principles are that 
naturally underlie the material. 
• Step 3 – Coding 
Break up the data in analytically relevant ways.  This entails marking different 
sections of the data as being instances of, or relevant to, one or more of the 
themes. 
• Step 4 – Elaboration 
The purpose of elaboration is to capture the finer nuances of meaning not 
captured by the original, possibly quite crude, coding system. 
• Step 5 – Interpretation and checking 
The final step takes place when interpretation is put together.  This is a written 
account of the phenomenon studied, most probably using thematic categories 
from the analysis as subheadings. 
 
Group interpretive analysis entails a method of data analysis that seeks to 
establish a coherent and inclusive account of a practice from the point of view of 
those being researched (Makoelle, 2013:111). 
 
In this study, the data were interpreted in stages as the research progressed.  
Group interpretive meetings were held after each phase.  The meetings took the 
form of a discussion and the minutes of all the meetings were taken by the 
secretary of the volunteer research committee and afterwards verified by all other 
members to check whether they were a true reflection of the deliberations.  The 
interpretive discussions were chaired by an elected chair of the meeting.  The 
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discussions were facilitated by asking questions to stimulate discussions.  The 
data were first read to the group, then themes were determined, extracts 
(quotations) assigned to the themes, and finally interpretations derived. 
 
Data analysis was performed as outlined by Mouton (2001:108), who indicates 
that the aim of data analysis is to understand the components of data and 
determine the relationship between variables, patterns and themes. The data was 
analysed using a group interpretive process. Bryman and Burgess (1994:6) 
describe the descriptive or interpretive method of data analysis as one which 
seeks to establish a coherent and inclusive account of a practice from the point 
of view of those being researched. In the current study, the data was interpreted 
in stages as the research progressed. Group interpretative meetings were held 
following each phase. The meetings were in the form of a discussion and the 
minutes of all the meetings were taken by the secretary of the research team and 
then verified by all the members to verify that they were a true reflection of the 
deliberations. No contestation of the minutes was interpreted as an agreement or 
consensus.  The interpretative discussions were chaired by an elected chair for 
the meeting. The discussions were facilitated by asking questions to stimulate 
discussions (see Chapter 5). The group first read the data, determined themes, 
assigned extracts (quotations) to the themes, and then derived interpretations. 
Agreements on interpretations were reached through consensus. The dissenting 
views were discussed at length and recorded as such. 
 
1.7 Trustworthiness 
The trustworthiness of qualitative research, according to Shenton (2004:63), is 
often questioned by positivists because their concept of validity and reliability 
cannot be addressed in the same way as in naturalistic work. 
 
Trustworthiness in qualitative research is central to four concepts, namely 
credibility, transferability, dependability and confirmability.  Krefting (2005:206) 
refers to credibility (truth value), which is how confident the researcher is about 
the research findings based on context, informants and research design.  In 
explaining transferability, Shenton (2004:65) states that external validity is 
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concerned with the extent to which the findings of one study can be applied to 
other situations.  He further explains that the results of the work at hand should 
be applied to a wider population.  In order to address the dependability issue, the 
process within the study should be reported in detail, thereby enabling a future 
researcher to repeat the work, if not necessarily to gain the same results.  Thus, 
as Shenton (2004:71) puts it, the research design may be viewed as a “prototype 
model”.  Objectivity in science is associated with the use of instruments that are 
not dependent on human skill and perception (Shenton, 2004:71).  
 
It is difficult to ensure real objectivity, since as even the tests and questionnaires 
are designed by humans, the intrusion of the researcher’s biases is inevitable, 
therefore the concept of confirmability is the qualitative investigator’s concern 
comparable to objectivity (Shenton, 2004:73).  
 
In this study, trustworthiness was sought in the following manner (as adopted 
from Makoelle, 2013:115): 
 
• Prolonged engagement: engaging with the participants, being sufficiently 
involved at the research site, and building rapport with the participants; 
• Persistent observation: providing an in-depth understanding of the 
phenomenon and sorting out the irrelevant information; 
• Triangulation: using data from different sources to check whether the data 
are credible. 
 
1.8 Ethical Considerations 
According to the Economic and Social Research Council (2005:7), research 
ethics are “the moral principles guiding research, from its inception through to 
completion and publication of results and beyond”.  This refers to the norms of 
conduct of the researcher with the participants.  Lewis and Brown (2014, 78) 
emphasise that ethical research should adhere to the following principles: 
 
• It should be worthwhile and not make unreasonable demands on 
participants. 
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• Participants should participate voluntarily and without coercion or 
pressure. 
• Adverse consequences of participation should be avoided and risks of 
harm known. 
• Confidentiality and anonymity should be respected.  
 
In carrying out this research study, special respect for and adherence to research 
ethics were observed.  The following ethical considerations were adhered to. 
The researcher observed the norm of professional conduct by assuming equal 
status with participants during the research while conducting observation, focus 
group discussions and interviews. The researcher assured participants of 
confidentiality and anonymity and explained the method of obtaining data as well 
as the intended use of data.  This was done through signed letters that were given 
to the participants.  Participation was voluntary and each participant agreed to 
the taping of the interview.  Research sites were not revealed and pseudonyms 
were used for participants.  Participants were cautioned that they should use 
discretion with regard to what they chose to say.  Permission to undertake the 
study was obtained from the appropriate educational authority, the Gauteng 
Department of Education. The request for permission from the Gauteng 
Department of Education included a declaration regarding the research design 
and method to be used for data collection.  The final report of the study is in 
accordance with recognised standards.  The researcher complied with 
professional standards governing the conducting of the research.  Code of dress 
was professional and access to the participants was through respective 
gatekeepers at the research sites. 
 
1.9 Definition of Main Concepts 
Definition of the key concepts forms the cornerstone of every discipline and 
consequently its research (Reeler, 1983:4). In order to understand every 
discipline, it is necessary to clarify the meaning of the concepts used.  Reeler 
(1983:4) points out that “it is easy to assume that if one could discover the true 
meanings of each of a number of key terms, terms of historic nature that are used 
in a particular field, it would then mean that each term would fit into place in some 
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single, interlocking, consistent conceptual scheme”. It is therefore important to 
clarify the conceptual understanding of such terms employed in this study.  
 
The key concepts that are defined below are the following: inclusion, inclusive 
education, inclusive schools, inclusive teaching, inclusive classroom, and 
pedagogy. 
 
1.9.1 Inclusion 
Inclusion, as described by Farrell and Ainscow (2002:3), is a process in which 
schools, communities, local authorities and government strive to reduce barriers 
to participation and learning for all citizens.  Engelbrecht, Eloff and Pettipher 
(2002:176) define inclusion as “the shared value accommodating all learners in 
a unified system of education, empowering them to become caring, competent 
and contributing citizens in an inclusive, changing, diverse society”. 
 
Hall (2002:32) describes inclusion as a principle that refers to the right of all 
learners to feel welcome in a supportive educational context.  Inclusion has also 
been described as “the placement of students with special needs in general 
education” (Lewis & Doorlag, 2006:5). 
 
Burden (2000:29) states that inclusion is the principle applied to 
accommodate/include all human beings, thus the full spectrum of diverse 
abilities, within one system, in such a manner that all involved can be assured of 
successful, equal and quality participation in real-life experiences from birth to 
the grave.  This implies that all have to perceive and treat themselves and others 
as dignified human beings, in enhancing human potential maximally and in 
succeeding to achieve whatever outcome is envisaged and humanly possible.  
 
Applied in this way, inclusion refers to the extent to which a school or community 
welcomes all learners as full members of the group and values all of them for the 
contribution they make (Burden, 2000:29).  Inclusion reflects a philosophy in 
which all children regardless of abilities or disabilities are educated within the 
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same environment where each child’s individual needs are met (Burden, 
2000:29). 
 
1.9.2 Inclusive education 
Karagiannis, Stainback and Stainback (2006:1) define IE as “the practice of 
including everyone irrespective of talent, disability, socio-economic background, 
or cultural origin in supportive mainstream schools and classrooms where all 
student needs are met”. 
 
Carreiro King (2003:2) defines IE as a means by which all students in a school, 
regardless of their strengths, weaknesses or disabilities in any area, become part 
of the school community.  He further states that they are included in the feeling 
of belonging among other students, teachers, and support staff. 
 
According to Gross (2002:233), IE is the process by which a school attempts to 
respond to all the children as individuals by considering and restructuring its 
curricula provision and allocating resources to enhance equality of opportunity.  
Through this process, the school builds its capacity to accept all children from the 
local community and in so doing, reduces the need to exclude children.  
For IE to become a value and not merely a practice, a reconstruction of the roles 
of the school, principal and teacher is essential Engelbrecht (1999:19).  Such a 
reconstruction needs to be directed towards establishing schools and local 
communities that accommodate all learners and are based on values and 
attitudes of respect for diversity, care sensitivity acceptance, belonging and 
community strategic implementation plan of the National Commission on Special 
Needs in Education and Training and the National Committee on Education 
Support Services. 
 
1.9.3 Inclusive school 
Baglieri and Knopf (2004:526) describe an inclusive school as a school that 
reflects a democratic philosophy whereby all students are valued, teachers 
normalise difference through differentiated instruction, and the school culture 
reflects an ethic of caring and community. 
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In the full inclusion setting, the students with special needs are always educated 
alongside students without special needs as the first and desired option while 
maintaining appropriate supports and services.  Some teachers say this might be 
more effective for the students with special needs. 
 
An inclusive school, as explained by Croll and Moses (2000:124), is one in which 
the teaching and learning achievements, attitudes and well-being of every young 
person matter.  It offers new opportunities to learners who may have experienced 
previous difficulties. 
 
Issues of social justice, equity and choice are central to the demands for IE.  An 
inclusive school is concerned with the well-being of all learners.  This implies that 
schools should be welcoming institution.  In line with Dyck, Thurston and Dettmer 
(2002:14), inclusive schools emphasise learning for all learners, with teachers 
and staff working together to support a learning climate in which all learners can 
succeed.  
 
An important criterion for judging the success of inclusion is that the learners with 
learning barriers make at least as much progress in the inclusionary setting as 
they would in an exclusionary setting (Dyck et al., 2002:14).  All learners must 
belong to, be welcomed by and participate in the school and the community. 
 
1.9.4 Inclusive teaching 
Inclusive teaching means teaching in ways that do not exclude students, 
accidentally or intentionally, from opportunities to learn.  Inclusive teaching in 
higher education refers to the ways in which pedagogy, curricula and assessment 
are designed and delivered to engage students in learning that is meaningful, 
relevant and accessible to all.  It embraces a view of the individual and individual 
difference as the source of diversity that can enrich the lives and learning of 
others (Hockings, 2010). 
 
Inclusive teaching therefore refers to the creation of a learning environment, 
which provides all students, regardless of their background, with the opportunity 
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to fulfil their own learning potential and support other students who may wish to 
learn from them.  
 
1.9.5 Inclusive classroom 
According to Alban-Metcalfe (2001:20), an inclusive classroom is the one in 
which continuing emphasis on valuing individual differences leads all pupils, 
irrespective of social or cultural background, disability or difficulty in learning, to 
succeed in terms of the fulfilment of academic and social goals, and in the 
development of positive attitudes to self and others. 
 
On the other hand, Mpya (2007:21) regards an inclusive classroom as one that 
involves any class that consists of a diverse range of learners who need to be 
accommodated and emphasises that instructors in inclusive classrooms must 
use a variety of teaching methods in order to facilitate the academic achievement 
of all students. 
 
Inclusive classrooms are classrooms in which instructors and students work 
together to create and sustain an environment in which everyone feels safe, 
supported, and encouraged to express her or his views and concerns (Mpya, 
2007:21).  This type of classroom gives special education students the support 
they need while they learn alongside their general education peers.  In these 
classrooms, the content is explicitly viewed from the multiple perspectives and 
varied experiences of a range of groups.  Content is presented in a manner that 
reduces all students' experiences of marginalisation and, wherever possible, 
helps students understand that individuals' experiences, values, and 
perspectives influence how they construct knowledge in any field or discipline.  
 
1.9.6 Pedagogy 
The National Strategies in Guidance Curriculum and Standards (2007:10) define 
pedagogy as an act of teaching, and the rationale that supports the actions that 
teachers take (Alexander, 2004:11).  It is what a teacher needs to know and the 
range of skills that a teacher needs to use in order to make effective teaching 
decisions. 
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The Oxford English Dictionary (2002) defines pedagogy as the profession, 
science or theory of teaching.  Defined in this way, pedagogy is seen as the art 
and science of teaching children.  Pedagogy is often referred to as the activities 
of educating, or instructing or teaching the activities that impart knowledge or skill. 
 
1.9.7 Andragogy 
Henschke (1998:8) defines andragogy as “a scientific discipline” that studies 
everything related to learning and teaching “which would bring adults to their full 
degree of humaneness.”  
 
Knowles (1985:1), who defines andragogy as the science and art of helping 
adults to learn.  He further states that it is the theory and practice of education of 
adults which rests on four crucial assumptions about adult learners and how they 
differ from child learners.  According to him, andragogy assumes that, as people 
mature (1) their self-concept moves from dependence to self-direction, (2) their 
growing reservoir of experience begins to serve as a resource for learning, (3) 
their readiness to learn becomes oriented increasingly toward the developmental 
tasks of their social roles, and (4) they begin to want to apply what they have 
learned right away to life's real challenges. 
 
1.10 Summary of Thesis 
The summary of the thesis is provided below. 
 
1.10.1 Outline of the Research Process 
Figure 1.2 is a representational overview of the whole research framework. 
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Research Chapter Research Outcome  
CHAPTER 1: INTRODUCTORY 
ORIENTATION TO THE STUDY 
CHAPTER 3: RESEARCH 
METHODOLOGY  
CHAPTER 4: PARTICIPATORY ACTION 
RESEARCH AND DATA COLLECTION 
PROCESS 
Introduction, background of the study 
Problem statement, research question, aim and 
objectives, research methodology 
Conceptual framework created by addressing the 
following: 
• Defining inclusive education 
• Concept of inclusive pedagogy 
• History and international development of 
inclusive education 
• Inclusive practices in adult education 
• Conceptualising the concept of andragogy 
• Theories of adult education 
• Inclusive education and adult centres in 
South Africa 
 
CHAPTER 2: DEVELOPING A 
CONCEPTUAL FRAMEWORK 
Details of roadmap taken by this study to achieve 
the research objectives 
Data collection through participatory action research 
CHAPTER 5: ANALYSIS AND FINDINGS 
FROM PARTICIPATORY ACTION 
RESEARCH 
Harvesting themes from analysed data 
Results analysed and interpreted and compared to 
the literature review findings 
CHAPTER 6: DATA ANALYSIS BY 
RESEARCHER 
CHAPTER 7: CONCLUSIONS, 
IMPLICATIONS AND 
RECOMMENDATIONS OF THE STUDY 
The overall research study is summarised, and 
implications and recommendations of the study are 
outlined 
Figure 1.2: Outline of research process 
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1.10.2 Summary of chapters 
The thesis has been structured as follows: 
 
Chapter 1 contains an overview of and rationale for the study.  This includes an 
introduction to the study, a reflection on the background to the study, the 
statement of the problem, and aims and objectives of the study.  The chapter 
provides answers to the research question, namely “Which teaching practices 
promote the inclusion of adult learners with diverse needs in adult education and 
training institutions in the Gauteng East District?”  In this chapter concepts were 
clarified and the trustworthiness of the study was explained. 
 
Chapter 2 explains the conceptual framework in IE.  The concept of IE is defined, 
thereafter the international declarations and treaties and statements are 
mentioned.  Then IE in South Africa is discussed.  After a discussion of inclusive 
pedagogy and andragogy, the developments in andragogy (adult education) in 
South Africa are examined. 
 
Chapter 3 presents the research methodology of the study, which adopted an 
interpretivist approach.  This approach is described in this chapter as primarily 
exploratory and descriptive in purpose, designed to discover what can be learned 
about the area of interest.  In addition, the research approach is discussed, and 
the qualitative nature of the study is pointed out.  This chapter also explains the 
research design and that the study will assume a Participatory Action Research 
(PAR) design.  Instrumentation and the cyclic collection process that were used 
are also discussed.  
 
The qualitative nature of the study prompted the need to use qualitative data 
collection instruments in this study.  Data were collected by using semi-structured 
interviews, participant observation, documentary analysis and focus group 
interviews. 
 
Chapter 4 presents the findings of analysis of data from PAR.  Data were 
analysed by using an inductive approach and interpretive analysis.  The focus is 
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also on the stages used in interpreting the data as the study progressed.  The 
interpretive discussions and process of taking minutes of the meetings are 
explained.  The data were read to the group, themes determined, extracts 
assigned to the themes, and finally interpreted. 
 
Chapter 5 presents the findings emanating from analysis by the researcher.  The 
analysis of the data, which was based on PAR and it was the result of interviews, 
observations and documentary analysis.  The chapter discusses the analysis 
using the themes inductively derived from the data.  It also captures the analysis 
of the critical stance, which I adopted in this study.  Finally, the findings from the 
analysis are presented. 
 
Chapter 6 discusses the findings of data presented in Chapters 4 and 5.  In both 
chapters data was analysed from the PAR.  These data, which were analysed, 
were collected by using semi-structured interviews, observations, documentary 
interviews and focus group interviews.  In this chapter the findings were derived 
from data from PAR as well as from my analysis. 
 
Chapter 7 presents the conclusion, implications and recommendations of the 
study. 
 
1.11 Conclusion 
The purpose of this chapter was to provide the necessary background information 
about the present study, which deals with teaching practices that may enhance 
inclusive teaching to adult learners with diverse needs in AET institutions in the 
Gauteng East District.  The areas that were covered in this chapter include the 
statement of the problem wherein it was mentioned that IE has recently been 
introduced in the Adult Education and Training  institutions and minimum training 
offered was offered to teachers which made it difficult for them to embrace this 
new concept of inclusion and also difficult to implement it.  The aim of the study, 
which was to explore teaching practices that may enhance inclusive teaching in 
AET institutions in Gauteng, as well as the objectives of the study were clearly 
stipulated.  In this chapter, the theoretical framework of the research process was 
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explained.  Main findings of the study were summarised and data analysis and 
trustworthiness were explained. The chapter concluded by indicating the 
structure of the study. 
 
The next chapter provides a review of the literature that is relevant to the various 
concepts that are in line with the topic and develops the theoretical framework 
that underpins the study. 
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CHAPTER 2: LITERATURE REVIEW 
2.1 Introduction 
McMillan and Schumacher (2001:108) describe literature review as “a narrative 
interpretative criticism of the existing research”.  They explain that if a review is 
conducted carefully and well-presented, it will undoubtedly add much to an 
understanding of the selected problem and help place the results of a study in a 
historical perspective.  In this study I reviewed related literature and other relevant 
sources in an attempt to answer the research problem. 
 
The purpose of this chapter is to analyse literature addressing IE in both the 
South African and the international context.  I explain the rationale for literature 
review and then discuss the literature by describing the framework of the study.  
The review focuses on the research studies already done in the field of IE and on 
other information in the literature on the implementation processes of IE.  
 
This study therefore deals with inclusive teaching practices in adult education and 
with the analysis of patterns within the literature.  Existing literature was 
specifically examined in order to gain more insight into the research questions. 
 
This chapter is structured as follows: first, an overview of the conceptual 
framework of IE is presented.  Then, the notion of IE is briefly defined, with 
emphasis on the concept of inclusive pedagogy.  This chapter further discusses 
the history and international development of inclusive education.  To this end, 
inclusive education in South Africa is outlined and explained with more details on 
inclusive pedagogy in South Africa.  
 
The review conceptualises the concept ‘andragogy’ and further outlines the 
theories and teaching and learning practices in the field of adult education.  The 
adult education situation in South Africa is elucidated.  The chapter concludes 
with a discussion on IE in adult centres in South Africa. 
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These aspects were deemed relevant for this study because the study explored 
e-teaching practices that may enhance inclusive teaching in AET institutions                                                  
in Gauteng.  
 
The study also determined how teachers in the GED conceptualise inclusive 
teaching within the adult education context.  It explored practices of teaching 
adult learners with diverse needs in AET institutions and sought to find out to 
what extent these practices are inclusive.  Guidelines and a conceptual 
framework on how teaching in AET institutions could be made more inclusive 
were also developed. 
 
There is an extensive body of literature in IE in relation to many aspects of 
schooling in the DoE (Karagiannis et al., cited in Swart & Pettipher, 2006:1), 
Gross (2002:233) and Sidogi (2001:4).  The main focus of this review is on 
literature of inclusive practices in AET institutions in Gauteng.  The criteria that 
were used to select this literature were guided by the availability of supportive 
empirical evidence.  Even though the literature reviewed was on inclusive 
teaching practices, some of the reviewed work inclined towards special needs as 
the two disciplines are closely related and some researchers seem to have been 
influenced by the latter. 
 
The University of Johannesburg Library was consulted on books, articles and 
electronic sources. All the pertinent sources were scrutinised for relevant 
literature on the topic.  Internationally accredited journals provided further useful 
information. The logical flow of this chapter is outlined in Figure 2.1 below. 
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Figure 2.1: Outline of Chapter 2  
 
2.2 Conceptual Framework 
Internationally, theories on inclusion have become a key feature of discussions 
about the development of education policy and practice (Farrell & Ainscow, 
2002:3).  The primary objective in this study was to develop conceptual 
understanding on how teaching in AET institutions could be made more inclusive.  
The process of developing a framework of inclusivity requires operationalisation 
of concepts in order to build a conceptual framework.  
 
The following is a definition of a conceptual framework adopted in this study, as 
borrowed from Regoniel (2015:1): “A conceptual framework represents the 
researcher’s synthesis of literature on how to explain a phenomenon.  It maps 
out the actions required in the course of the study given his previous knowledge 
CHAPTER 2: LITERATURE REVIEW 
The logical flow of the chapter is as follows: 
2.1 Introduction 
2.2 Conceptual framework 
2.3 The notion of inclusive education defined 
2.4 History and international development of inclusive education 
2.5 Inclusive practices in adult education internationally 
2.6 The concept of inclusive pedagogy  
2.7 Inclusive education in South Africa 
2.8 Inclusive pedagogy in South Africa 
2.9 Conceptualising the concept of andragogy 
2.10 Theories of adult education 
2.10.1 Behavioural theories 
2.10.2 Cognitive learning theories 
2.10.3 Humanistic theories 
2.10.4 Transformative learning theory 
2.10.5 Social theory of learning 
2.11 Adult education in South Africa 
2.12 Inclusive education in adult centres in South Africa 
2.13 Conclusion 
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of other researchers’ point of view and his observations on the subject of 
research.” 
 
The term ‘conceptual framework’ in this thesis means the relationship between 
the constructs IE, inclusive pedagogy and inclusive andragogy to frame an 
understanding of inclusion within adult education settings.  Figure 2.2 presents 
the schematic presentation of the conceptual analysis of the relationship between 
these concepts: 
 
Figure 2.2: Schematic presentation of the conceptual framework for 
inclusion 
Source: Author’s own design 
 
In this study, IE is defined as the practice of including everyone, irrespective of 
talent, disability, socio-economic background, or cultural origin in supportive 
mainstream schools and classrooms where all student needs are met.  
Inclusive pedagogy is defined as the art and science of teaching all children, and 
inclusive andragogy as the science and art of helping all adults to learn.  All these 
three concepts are related in the sense that they all use the buzz word ‘inclusion’, 
Inclusive 
education 
Inclusive 
andragogy  
Inclusive 
pedagogy 
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which accommodates both adults and learners.  There is no discrimination and 
all are given equal opportunity to learn (Visser, 2002:10). 
 
The difference between inclusive pedagogy and inclusive andragogy is that 
learners in inclusive pedagogy depend on the teacher who has full responsibility 
for what is being taught, whereas adults in inclusive andragogy are self-directed 
and are responsible for their own learning (Monts, 2000: 3).  Learners in inclusive 
pedagogy come to the class with little experience that could be tapped as a 
resource for learning, whereas hand adults are a rich resource for one another: 
they bring a greater volume and quality of experience in their learning. 
 
It is therefore of great importance to study inclusion in the adult context because 
it differs in a great deal from inclusion of young learners.  The two different 
learners, young and adult learners, cannot be treated in the same way.  Adults 
are mature and independent, they are self-directed and use their experiences in 
their learning.  They are problem-solvers and learn best when the subject is of 
immediate use.  Effective instruction involves them in solving real-life problems.  
 
The notion of IE is defined in the following section: 
 
2.3 The Notion of Inclusive Education Defined 
Different authors assign different meanings to IE, but most definitions have 
similarities.  For instance, South Africa’s Education White Paper 6 (DoE, 2001: 
6–7) IE acknowledges that all children and youth can learn but they need support.  
It states that IE is changing attitudes, behaviour, teaching methodologies, 
curricula and the environment to meet the needs of all learners.  Du Toit (2004:3) 
states that the term IE implies that education should be of value to all learners 
and meet their educational needs, even if these differ from learner to learner. 
 
IE relates to the notion that students with various degrees of special needs can 
be educated in regular schools along with their ordinary peers (Kathleen & 
Lawrence, 2014).  It is an approach that requires a theoretical understanding of 
the ways that children learn, and the inter-related issues of social justice that 
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affect children’s experiences, which, in turn, are enacted in the choices that 
teachers make in their classrooms (Floriana & Spratt, 2012). 
 
IE means that mainstream schools actively welcome children with disabilities or 
special needs, and have the training and resources that allow them to provide the 
support needed by different learners (R2ECWD, 2012:1).  It avoids segregating 
children, and rather actively works at enabling children to learn with and from 
each other.  Furthermore, it emphasises the importance of children with 
disabilities having the same opportunity to learn and grow to their full potential as 
any other child.  It avoids segregating children, and rather actively works at 
enabling children to learn with and from each other (R2ECWD, 2012:1). 
 
Inclusive education means that all students in a school regardless of their 
strengths, weaknesses or disabilities in any area become part of the school 
community.  They are included in the feeling of belonging among other 
students, teache.rs, and support staff (R2ECWD, 2012:1). 
 
King (2003:2) explains that IE is “the practice of including everyone irrespective 
of talent, disability, socio-economic background, or cultural origin in supportive 
mainstream schools and classrooms where all student needs are met”.  
 
Gross (2002:233) describes IE as follows: 
 
“[It is] the process by which a school attempts to respond to all the children as 
individuals by considering and restructuring its curricula provision and allocating 
resources to enhance equality of opportunity.  Through this process, the school 
builds its capacity to accept all children from the local community and in so doing, 
reduces the need to exclude children.” 
 
UNESCO (2001:8) states that IE: 
 
• Acknowledges that all children can learn and that all need some form of 
support for learning; 
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• Aims to uncover and minimise barriers to learning; is broader than formal 
schooling and includes the home community and other opportunities for 
education outside the school; 
• Is about changing attitudes, behaviour, teaching methods, curriculum and 
environments to meet the needs of all children; 
• Is a dynamic process, which is constantly evolving according to local 
cultures and contexts and is part of the world strategy to promote an 
inclusive society? 
 
King (2003) further explains: 
 
“Inclusive education means that all students in a school regardless of 
their strengths, weaknesses or disabilities in any area become part of 
the school community.  They are included in the feeling of belonging 
among other students, teachers, and support staff.”  
 
Karagiannis et al. (2006:175) define IE as “the practice of including everyone 
irrespective of talent, disability, socio-economic background, or cultural origin in 
supportive mainstream schools and classrooms where all student needs are 
met.” 
 
Visser (2002:148) regards IE as “the equal and optimal education of all learners 
within one school system.  All learners are recognised as having diverse needs, 
but are valued for their shared humanity.  It is also a system where all learners 
can be educated together and where personal diversity is seen to be enriching.” 
  
Alper, Schloss, Etscheidt and Macfarlane (2001:38) maintain that IE is: 
 
“The provision of educational experiences for all learners experiencing barriers 
to learning and development.  Such learners would participate in the same 
classroom situation with those learners who are not experiencing barriers to 
learning and development, at the same mainstream schools and same 
mainstream classes that their peers attend.” 
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From the above definitions of IE it is clear that the common understanding is that 
the main focus is on learners with special needs, and that they need to be 
acknowledged and be provided with the opportunity to learn.  What is common in 
all the definitions is that all children can learn, regardless of their strengths, 
weaknesses or disabilities in any area.  Segregation is avoided; all definitions 
point out that IE is a system that provides equal and optimal education to all 
learners within one school system.  All learners are recognised as having diverse 
needs, but are valued for their shared humanity.  The hallmark of IE is the 
teachers’ willingness to accept students with special needs.  Their attitudes and 
knowledge about IE are important as these are indicators of such willingness.  
 
The understanding of IE has changed over time and it is important to understand 
the transformation of the concept to date.  The historical developments of IE are 
discussed next. 
 
2.4 History and International Development of Inclusive 
Education 
The Universal Declaration of Human Rights (United Nations, 1948:162) asserted 
that education was a basic human right.  This was reaffirmed in 1989 by the 
United Nations Convention on the Rights of the Child, which states that primary 
education should be made compulsory and available or free to all. 
 
Guidelines with regard to bringing this about, the support for children and 
recognition of particular problems in ‘developing countries’ were given.  The 
universal right to education and its extension to children, youth, and adults with 
disabilities are enshrined in the Convention on the Rights of the Child 1989 
(UNICEF, 2004).  Article 23 of the Standard Rules on the Equalization of 
Opportunities for Persons with Disabilities (1993) covers the rights of disabled 
children and includes their right to education that is responsive to their 
individuality (United Nations, 2008:8). 
 
In 1990 the World Conference on Education for All in Jomtien, Thailand 
culminated in the World Declaration on Education for All (Jomtien Declaration) 
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(Rix, Simmons, and Nind & Sheehy, 2005:4).  Sponsored by a range of United 
Nations organisations as well as the World Bank, the Jomtien Conference placed 
education on top of the international agenda and was an attempt to halt the 
decline of basic education which had taken place in the 1980s (Rix et al., 2005:4).  
At this time, many countries were forced to cut down on expenditure in education 
due to debt repayments and lower export earnings (Rix et al., 2005:4).  Ministers 
from 155 governments committed themselves at this conference to the principle 
of universal access to primary education.  The conference made attainable, for 
the first time in history, the goal of basic education for all.  It covered the need for 
education to meet basic learning needs, the development of society and the 
importance of education in equipping people to cope with the changes that are 
inevitable in time.  It covered too, the need for societies to develop and for 
countries to prosper through lifelong learning (Rix et al., 2005:4). 
 
The conference stressed the importance of the transmission and enrichment of 
common cultural and moral values in the provision of identity and worth for both 
the individual and society.  Those at the conference made a commitment to 
achieve the goals set out in the declaration through the agreed Framework for 
Action to Meet Basic Learning Needs (UNESCO, 2001:16).  Jomtien marked the 
emergence of an international consensus that education is the most vital single 
element in the fight against poverty, the empowerment of women, the promotion 
of human rights and democracy, the protection of the environment and control of 
population growth, all significant concerns in respect of sustainable development 
for the twenty-first century (Rix et al., 2005:4). 
 
The World Declaration on Education for All (UNESCO, 1990:148) focused on 
social barriers.  This included the marginalised and those who were not receiving 
education (mostly women and girls).  The Declaration was written against the 
background of problematic socio-economic factors, such as poverty, rapid 
population growth, war and civil strife, and crime which developing countries face.  
The participants at the World Conference on Education for All (1990) reaffirmed 
the right of all people to education, with a commitment to cooperation between 
governments and organisations. 
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The principle of IE was adopted at the World Conference on Special Needs 
Education: Access and Quality (UNESCO, 2004:23) and was restated at the 
World Education Forum (UNESCO, 2004:27).  The idea of inclusion was further 
supported by the United Nations Standard Rules on the Equalization of 
Opportunities for Persons with Disabilities (UNESCO, 2004:27) and proclaimed 
participation and equality for all. 
 
In 1994 more than 300 participants representing 92 governments and 25 
international organisations met in Salamanca, Spain to further the aim of the 
world conference in Jomtien by considering what basic policy changes were 
needed to promote IE, so that schools can serve all children, particularly those 
with special educational needs (UNESCO, 1994:6).  This aim would be effectively 
achieved by including all children, regardless of their physical, intellectual, social, 
emotional, and linguistic conditions: the disabled and gifted; street and working 
children; those from remote and nomadic populations; children from linguistic, 
ethnic or cultural minorities; and children from other disadvantaged or 
marginalised areas or groups (UNESCO, 1994:6).  It was stressed that special 
efforts should be made to encourage the participation of girls and women with 
disabilities in educational programmes (UNESCO, 1994:14). 
 
In the Salamanca Statement (UNESCO, 1994:14), the rights of the child were 
considered in respect of more profound implications.  The Statement declared 
that every child has unique characteristics, interests, abilities and learning needs 
(UNESCO 1994: viii).  This called for adjustment and modification of curricula and 
teaching methodology in schools around the globe, as education services were 
to take into account the diversity of all children.  It further stated that children with 
special educational needs must have access to regular schools which with an 
inclusive orientation would accommodate all children with child-centred 
pedagogy (UNESCO, 1994:44).  Such an approach would be the most effective 
way of combating discriminatory attitudes, creating welcoming communities and 
building an inclusive society and achieving education for all.  Moreover, it would 
be cost effective for the entire education system.  Governments were called upon 
to give the highest priority to making the education system inclusive and the 
adoption of principles of inclusion as a matter of law or policy (UNESCO, 1994:44) 
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The Salamanca Statement of Principles, Policy and Practice in Special Needs 
Education and the Framework for Action (UNESCO, 1994:44) were adopted by 
the conference.  The Framework for Action outlined new thinking on special 
needs education and guidelines for action at national, regional and international 
levels (UNESCO, 1994:44).  It stated that the fundamental principle of inclusion 
is that all children must benefit and that all should learn together, where possible, 
and that ordinary schools should recognise and respond to the diverse needs of 
their students, while also having a continuum of support and services to match 
the needs.  Inclusive schools were declared as the most effective at building 
solidarity between children with special needs and their peers. 
 
The Salamanca Statement had a powerful impact and influence in stimulating 
change at both national and international levels, even in countries such as the 
United Kingdom which generally held little interest in international proclamations 
(Rix et al., 2005:5).  Dyson (1999:37) suggests that the Salamanca Statement 
maintains a ‘rights-based’ focus, overlooking areas that might better have been 
researched and debated.  He argues that it is ambiguous, because it is the 
outcome of a political process and therefore subject to compromise between 
fundamentally different discourses.  Research in the United Kingdom has 
revealed that there is a contrast between the ideological position of teachers and 
classroom practice (Rix et al., 2005:5).  In South Africa this ideological position is 
still firmly entrenched in the andragogy of teachers.  Many have not yet 
understood the significance and far-reaching effects of global developments that 
bring about change in education.  Many teachers have not been empowered to 
meet the new political initiative for IE introduced since 1994 (Rix et al., 2005:5). 
 
The Salamanca Statement reaffirmed the purpose of the Jomtien World 
Conference of Education with an expanded vision and renewed commitment   
(Rix et al., 2005:5). The voices of those who originally sought to bring about 
inclusion for the disabled as well as those marginalised through disability had 
been heard.  The world, including the millions who had been excluded from 
education in previous years as a result of societal circumstances to which they 
were born, was looking at a greater picture.  Those disadvantaged through 
political, age, cultural and socio-economic circumstances were given significant 
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attention.  The Standard Rules of Equalisation of Opportunities for Persons with 
Disabilities of the United Nations General Assembly affirms the principle of equal 
primary, secondary and tertiary educational opportunities for children, youth and 
adults with disabilities, in integrated settings (United Nations, 2008:24). 
 
At the World Education Forum held in Dakar, Senegal in 2000, the progress 
towards IE of all countries was reviewed.  Governments had an obligation to 
ensure that Education for All (EFA) goals and targets were reached and 
sustained (UNESCO, 2007:1).The forum emphasised the needs of the poor and 
the disadvantaged, including working children; remote rural dwellers; nomads; 
ethnic and linguistic minorities; children, young people and adults affected by 
conflict, HIV/AIDS, hunger and poor health; and those with special learning needs 
(UNESCO, 2007:3).  The task was to discuss a concrete means of action that 
might take education development forward, and this was done in respect of a 
number of themes which outlined clear guidelines for all stakeholders and 
affirmed the proactive role of UNESCO.  Education was seen as having a key 
role in building lasting peace and stability and generating better standards of 
living.  Equitable access to appropriate learning and life skills programmes would 
ensure that the learning needs of all people are met (UNESCO, 2007:3). 
 
The goal of the World Education Forum and in turn the Dakar Framework is to 
achieve education for all by 2015.This would be achieved when all nations act 
upon their obligation to establish or reform public education systems so that they 
are accessible to, and meet the needs of, individuals with disabilities (UNESCO, 
2007:1).  The goal would be considered achieved when all nations recognise that 
the universal right to education extends to individuals with disabilities, and when 
all nations act upon their obligation to establish or reform public education 
systems that are accessible to, and meet the needs of, these people. 
Inclusion in Africa was now looked at from an African perspective.  In South Africa 
on 6 December, 1999, President Thabo Mbeki, in his opening speech at the 
Conference on Education for African Renaissance in the Twenty-first Century, 
spoke of the twenty-first century as a truly African century, in which social and 
economic progress of the African people in a century of durable peace and 
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sustained development in Africa is dependent on the success of the education 
system (UNESCO, 2007:5). 
 
Though the thinking may be global in terms of what inclusion means, in Africa, 
actions have to be addressed in terms of local circumstances.  Such 
circumstances include low adult literacy, gender inequality, early school dropout, 
refugees and internally displaced people, working children, ethnic minorities, 
those affected by HIV/AIDS, conflict and other emergencies which have spawned 
an increasing number of orphans and the overcrowding of schools (UNESCO, 
2007:5).  President Mbeki affirmed the values of previous international protocols 
on education for all in this speech, emphasising that education should be the 
collective responsibility of government, civil society and development partners, at 
all levels, to create dynamic learning organisations with a clear mission for social, 
economic and cultural development (Mbeki, 1999:2).  It was argued that the 
education and training sector should become an integrated system managing 
knowledge and human resources development.  The major areas of focus at this 
discussion were access and equity, quality and relevance, capacity building, and 
partnerships with the overall aim of an education system providing lifelong 
learning opportunities to all.  The forum dealt with the awareness and the 
determining of strategies for addressing local needs (UNESCO, 2007:5). 
 
The following section focuses on the inclusive practices in adult education, 
specifically in international education. 
 
2.5 Inclusive Practices In Adult Education Internationally 
While IE in adult education is a relatively new concept, some studies have been 
conducted on the practices of inclusion in adult education.  This section examines 
studies in Nigeria, Ireland, Europe and America. These countries were selected 
because of the availability of literature that illustrates significant developments in 
IE in adult education.  
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2.5.1 Inclusive practices in adult education in Nigeria 
Whilst literature is available on countries in sub-Saharan Africa such as Uganda, 
Senegal, Kenya, Ethiopia, and Zimbabwe as documented byMitchell (2017), 
Ghana (Botts & Owusi, 2013), Kenya and Tanzania (Zigler, Sellah, Vincent, 
Vivian, Brown & Bernadette, 2017); Nigeria was selected because it has the 
largest population in Africa according to the United Nations (2018), and posesses 
a unique history in the development of adult education. 
 
 According to Omoyeni and Ajayi (2010:9), adult education was kick-started by 
the activities of Muslim missionaries as early as the fourteenth century as they 
embarked on teaching Arabic the languages to bring the population to an 
understanding of Islam.  Omoyeni and Ajayi (2010:9) further indicated that the 
Muslim missionaries embarked on teaching the Arabic language to the 
population, leading to what were known as Qur’anic schools.  Additionally, 
Christian missionaries in the eighteenth century also taught the general 
population so that they could grasp some concepts within the Bible (Omoyeni & 
Ajayi, 2010:15).  These Christian teaching activities were primarily carried out 
through prayer and class meetings as well as Sunday school.  Converts had to 
be made literate before being admitted into the church.  Moreover, the 
missionaries trained the locals on how to translate the English texts to their own 
so that they could manage to translate biblical concepts to their language.  They 
also set up facilities to train various groups in the society.  Among these were 
homes where women received skills training regarding their house management, 
as well as marriage training classes.  This was called adult and non-formal 
instruction (Omoyeni & Ajayi, 2010:15). 
 
The advancement of adult and non-formal instruction has been interlaced with 
the historical backdrop of formal tutoring.  From the early times of the colonial 
period, the Queen’s government in Nigeria gave little consideration to the 
arrangement of adult education and training (Omoyeni & Ajayi, 2010:25).  The 
British never desired any advancement for the locals as it would dilute their 
hegemony over the nation.  Adult education was only provided to locals who were 
seen by the colonial regime as useful assets towards their course.  It was only 
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after the pressure and negative reactions originating from the Phelps-Stokes 
Commission Report (Omoyeni & Ajayi, 2010:15) that the colonial administration 
made some weak and inconclusive endeavours to enhance instructive 
arrangements in the West African colonies.  The regime belatedly realised the 
need for literacy late into their rule and consequently planned to increase literacy 
via a declaration by the Mass Education in African Society (1944).  The 
programme was established in Nigeria in 1946; adults acquired basic literacy 
skills for the purpose of valuable participation in economic, political and social 
progress of their native societies (Omoyeni & Ajayi, 2010:38). 
 
The mass literacy initiatives gained momentum after the end of colonial rule in 
the country.  Some of the key milestones were the key literacy drives in the 1970s, 
which saw a significant increase.  According to Omoyeni and Ajayi (2010:15), the 
intervention of international organisation such as UNESCO brought about 
significant progress in the field of adult education and literacy.  Moreover, the 
country was able to significantly lower the enrolment gap between genders; the 
Comprehensive Education Analysis (CEA) detected growths in admission by sex 
from 310 113 to 603 309 for men, and 236 143 to 539 831 for women in 1991 
(Omoyeni & Ajayi, 2010:15).  Despite the statistics, the Federal Ministry of 
Education in Nigeria asserted that the country still had a long way to go to meet 
the targets before the turn of the century (UNESCO, 2002). 
 
In 2017, Adult Education for Inclusion and Diversity indicated that while most 
developed countries managed to eradicate illiteracy and promote education by 
the end of the twentieth century, Nigeria as a developing country did not have the 
means to do so (Adult Education for Inclusion and Diversity, 2017:14).  The 
country is still on its way to recovering from the long colonial rule that slowed its 
ability to develop a sustainable education system.  The state of Adult and 
Learning Education (ALE) in Nigeria was slowly progressing but was plagued by 
a plethora of problems (Adult Education for Inclusion and Diversity, 2017:14).  
One of the key milestones in promoting ALE was the National Policy on Education 
that defined the scope of adult learning. 
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According to (Namani, 2014).  ALE is divided into five main parts: 
 
• Functional literacy – the delivery of knowledge and skills to the youth and 
adults who have never been in a formal education system or beyond 
primary education;  
• Remedial education – the provision of supplementary and functional skills 
for people who never completed secondary school;  
• Further education – the polishing of the knowledge and skills of those 
adults who completed both primary and secondary education;  
• On-the-job education, professional educational training and professional 
training – skills and knowledge delivery to persons who are already 
working;  
• Aesthetic, cultural and civic education – giving the citizens of the country 
the fundamental artistic, cultural and civic education for their 
enlightenment (Namani, 2014).  
 
In this regard, adult learning in Nigeria is perceived as an interaction of several 
modes of formal and informal education.  It is distinguished from childhood 
edification through its voluntary nature; one joins in the courses due to self-
motivation.  Additionally, ALE is offered for knowledge build-up; therefore, it is 
used to build upon previously prevailing aids and knowledge (Omoyeni & Ajayi, 
2010:48). 
 
In Nigeria, there are rarely any industrialised nations without an established ALE 
framework (Festus & Adekola, 2015:200).  These systems offer a rich assortment 
of courses that react to both individual and national improvement needs while 
trying to remove hindrances to investments in adult learning (Festus & Adekola, 
2015:200).  Developed nations know the relationship between education and 
learning and the progress of the current economy.  The financial benefit of 
instruction, for the most part, is based on the theory of human capital.  The theory 
upholds the quest for training for monetary profitability (Festus & Adekola, 
2015:210).  
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2.5.2 Inclusive practices in adult education in Ireland 
Following the appointment of adult education organisers at the end of the 1970s, 
adult education slowly began to grow and develop in Ireland.  The Murphy Report 
(Murphy, 1973:68), the Kenny Report (Kenny, 1983:24) and more recently the 
Green Paper (DES, 1998:37) and the White Paper (DES, 2000:48) all set a more 
systematic developmental path for adult education (Fleming, 2004:1).  Fleming 
also stated that the government was committed to a major investment in adult 
education as part of the National Development Plan 2000 to 2006 (Government 
of Ireland, 1999).  People’s skills, knowledge and understanding require regular 
updating, and learning throughout life is necessary to ensure employability, 
personal fulfilment, inclusion in society and active citizenship.  
 
Since 1980 the funding for literacy and community education has been growing 
in Nigeria, but it --still remains a modest response in the context of the total 
education budget (Fleming, 2004:43).  Second chance education in Ireland has 
a number of important and innovative programmes: Vocational Training 
Opportunities Scheme, the Education Equality Initiative, funding of Senior 
Traveller Training Centres, the Adult Education Guidance Initiative, and the Back 
to Education Initiative (Fleming, 2004:64). 
 
The Back to Education Initiative was launched in 2002.  It has been the most 
important development in recent years and is universally seen as an innovative 
programme that assists adults who left school early, and others, to return to 
education with subsidised fees (Fleming, 2004:2).  This initiative allows learners 
to combine work and family with a return to learning while retaining social welfare 
entitlements (Fleming, 2004:2).  Its priority, in Ireland, is the one million adults 
with less than upper second level education.  The Community Employment 
Scheme, which was subsequently established, has allowed a large number of 
people to engage in training and adult education courses of their own choice 
(Fleming, 2004:2).  The Partnership companies with education coordinators have 
contributed significantly to the development of adult education interventions in 
disadvantaged areas (Fleming, 2004:2). 
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2.5.3 Inclusive practices in adult education in Europe 
The study on European Terminology in Adult Learning (2010:6) defines adult 
learning as the entire range of formal, non-formal and informal learning activities 
that are undertaken by adults after a break since leaving initial education and 
training, and that result in the acquisition of new knowledge and skills (Brooks & 
Burton, 2008:15). 
  
The European Commission regards adult learning as all forms of learning 
undertaken by adults after having left initial education and training, however far 
this process may have gone, for example, including tertiary education (European 
Commission, 2006:2).  Therefore, in Europe, adult learning is the most diverse of 
the lifelong learning sectors, and national adult learning systems (where these 
exist) are complex and heterogeneous (European Commission, 2006:2).  The 
adult learning sector in Europe is vast, fragmented and diverse and it is different 
from Member State to Member State (European Commission, 2006:2).  Learning 
takes place in a wide range of settings and is aimed at adults who may not 
normally participate in education and training.  It is often a collaboration between 
local authorities, community-based organisations and traditional providers, and 
covers structured adult education classes taught by professionally qualified 
teachers; unstructured activity that leads to learning; informal courses delivered 
in the private sector; independent study online; and self-organised groups 
(European Commission, 2006:2). 
 
Adult and community learning offers personal choice, personal responsibility and 
personal empowerment.  It engages people through their interests in relaxed and 
welcoming classes that contribute to community well-being and social inclusion.  
Without this kind of learning, many people would never get started in learning or 
realise their full potential (New Challenge, 2011:23).  
 
2.5.4 Inclusive practices in adult education in the United States of America 
The United States of America (US) government strongly supports UNESCO’s 
goal of IE and ensuring access to educational opportunities for all learners (Planty 
et al., 2008:33).  The United States is making strides in fully implementing the 
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Individuals with Disabilities Education Act of 1975, thus ensuring quality 
education for all children with disabilities (Planty et al., 2008:53).  At a federal 
government level, the US funds grant programmes and other initiatives to ensure 
that there are highly qualified teachers in all United States classrooms, including 
qualified teachers of special education and related services for students with 
disabilities.  Within the Department of Education, the Office of Special Education 
Programs provides a great deal of resources and technical assistance to schools 
and teachers regarding the implementation of IE (Planty et al., 2008:68). 
 
In the United States, change in the education systems has been fostered by an 
intense programme of federal support (Mead & Rotheham, 2008:3).  Thirty states 
have received substantial funding to restructure educational services for students 
with moderate and severe disabilities (Office of Special Education and 
Rehabilitative Services, 1994).  In response to this restructuring mandate, 
Michigan has been implementing IE, which is defined as the educating of 
students with significant disabilities in regular education classrooms and 
programmes with support (Michigan State Board of Education, 1992).  
 
Since 1989, over 3 700 students have moved from segregated special education 
classrooms and buildings to full-time home school regular education programmes 
(LeRoy, 1993).  The success of this systems change process has hinged on 
careful administrative planning, formative programme evaluation, and 
collaborative learning approaches to the design and implementation of truly 
individualised educational programmes (LeRoy, 1993).  
 
In the previous discussions of international literature on IE, it was mentioned that 
IE is regarded as a basic human right and should be made compulsory and 
available or free to all, both young and adults (United Nations, 1948).  The 
universal right to education and its extension to children, the youth, and adults 
with disabilities are enshrined in the Convention on the Rights of the Child 1989 
(UNICEF, 2004:48).  It is considerably concerning to note that all of the above-
mentioned countries did not place great emphasis on adult education and made 
no effort to invest in it, as is the case in South Africa.  Nigeria is progressing at a 
slow rate because they do not have the means to do so.  The country is still on 
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its way to recovering from the long colonial rule that slowed its ability to develop 
a sustainable education system.  Also, in Ireland development started from a very 
low base, which caused the progress to be very slow.  Europe, the United States 
and South Africa have made significant strides in fully implementing IE (UNICEF, 
2004:57) 
 
Inclusive education is practised within the realm of a specific kind of thinking and 
pedagogy.  It is important to understand inclusive pedagogy.  The next section 
therefore focuses on the concept of inclusive pedagogy. 
 
2.6 The Concept of Inclusive Pedagogy 
Inclusive education, as indicated above, is an approach intended to enhance a 
culture of accommodating all and ensuring practice based on the use of diverse 
teaching strategies.  In conceptualising inclusive pedagogy, Florian and Black-
Hawkins (2011:14) state the following: 
 
“Our conceptualisation of inclusive pedagogy focuses on how to extend 
what is ordinarily available in the community of the classroom as a way of 
reducing the need to mark some learners as different.  This is underpinned 
by a shift in pedagogical thinking from an approach that works for most 
learners existing alongside something ‘additional’ or ‘different’ for those 
(some) who experience difficulties, towards one that involves providing rich 
learning opportunities that are sufficiently made available for everyone, so 
that all learners are able to participate in classroom life.” 
 
In addition, Florian and Black-Hawkins (2011:813) contend that inclusive 
pedagogy requires a shift in focus from one that is concerned with only those 
individuals who have been identified as having ‘additional needs’, to learning for 
all: the idea of everybody (not most and some).  Furthermore, they explain that 
there should be a rejection of deterministic beliefs about ability (and the 
associated idea that the presence of some will hold back the progress of others); 
and ways of working with and through other adults that respect the dignity of 
learners as full members of the community of the classroom. 
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This brings a challenge to teachers who are supposed to practise inclusive 
pedagogy and implement it.  There have been minimal implementations on the 
ground despite the major policy shift towards an inclusive pedagogic discourse 
(Ntombela, 2011:7).  Models have been developed to empower teachers to 
embrace inclusive models of teaching strategies (Makoelle, 2012:212).  Such 
models have focused on the learners as being the only ones who have challenges 
in their learning and nothing has been mentioned about the teaching approaches 
and the environment.  Teachers are urged to make a paradigm shift towards 
inclusion, and a number of studies provide hope that the mind-set of teachers 
can actually be altered (Makoelle, 2012:220). 
 
Over the years, educationalists have come to the view that the key challenge 
facing teachers who wish to become more inclusive in their practice is how to 
respect as well as respond to human differences in ways that include learners in, 
rather than exclude them from, what is ordinarily available in the daily life of the 
classroom (Floriana & Hawkins, 2011:813).  
 
However, meeting this challenge sets a high standard for inclusive practice 
because extending what is ordinarily available to all learners is a complex 
pedagogical endeavour.  It requires a shift in teaching and learning from an 
approach that works for most learners existing alongside something ‘additional’ 
or ‘different’ for those (some) who experience difficulties, towards one that 
involves the development of a rich learning community characterised by learning 
opportunities that are sufficiently made available for everyone, so that all learners 
are able to participate in classroom life (Florian & Linklater, 2010:175).  
 
Furthermore, the ways in which teachers construct such environments are not 
easily visible to observers because teachers’ responses to individual differences 
occur while they are also doing other things; observers lack knowledge about the 
detailed context of teachers’ actions underpinning their decision (e.g. planning, 
prior knowledge and experience); and if observers focus on teachers’ responses 
to differences between different groups of learners it is not easy for them to 
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discern when teachers are extending what is ordinarily available in classrooms 
(Florian & Black-Hawkins, 2011:14). 
 
Therefore, the inclusive pedagogical approach rejects ability labelling, as a 
fundamental premise (Florian & Black-Hawkins, 2011:18).  Specifically, inclusive 
pedagogy is opposed to practices that address education for all by offering 
provision for most with additional or different experiences for some.  Instead, it 
urges teachers to extend what is ordinarily available to everybody (Florian & 
Black-Hawkins, 2011:27). 
 
Inclusive pedagogy draws from the work of Hart, Dixon, Drummond and McIntyre 
(2004) in seeking to remove limits from the expectations of both teachers and 
pupils by providing opportunities for all children to learn within a classroom 
community that does not make judgments about ability. 
 
While the understanding of inclusive pedagogy is important, the focus of this 
study was adult education.  It is therefore important to understand how inclusive 
pedagogy is related to andragogy (more on this in 2.8).  The next section 
discusses IE developments in South Africa. 
 
2.7 Inclusive Education in South Africa 
The struggle before 1994 took place on the national terrain of developed capitalist 
economy, in which the black majority were subjected to simultaneous exclusion 
(racial) and inclusion (as consumers and as workers, or future workers, or the 
reproducers of cheap labour power) (Pieterse & Meintjies, 2004:19).  There was 
racial division between black and white people in the workplace as well as in 
working conditions, social life and salaries and wages.  Other indicators of the 
apartheid legacy in 1994 were the discrepancies in respect of income, housing 
and basic services, health, unemployment and economic control and share of 
wealth (Pieterse & Meintjies, 2004:39).  
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In the period 1989–1990, the total expenditure on black education was 
R1 952 284 000, and on white education, R4 392 681 000 (Christie, 1992:144).  
In 2018 the expenditure on black education was R230 146 757 UNICEF (DoE, 
9).  The discrepancies in education in 1990 were significant and through the 
1980s black education went through a crisis which emerged from the seeds of 
discontent in the 1950s (Christie, 1992:28).  In 1985 there was a state of 
emergency which, according to the sociologist Wolpe was a result of the unstable 
balance of power in South Africa (Christie, 1992:274).  The National Education 
Crisis Committee (NECC), which was formed in 1986, sought to address the 
demands by scholars.  The ideas and strategies of People’s Education began to 
take shape as black scholars worked towards transformation in the Bantu schools 
through Bantu initiatives.  The concept of People’s Education, as a process, was 
linked to People’s Power (Christie, 1992:277).  
 
According to Eric Molobi, Executive Director of the NECC, the concept of 
People’s Power lay at the heart of the struggle for control over forces, structures 
and institutions that governed blacks’ lives and led to the struggle for democracy 
in South Africa (Christie, 1992:279–281).  The NECC was banned and People’s 
Education material was prohibited in the Department of Education and Training 
(DET) schools before it was developed (Christie, 1992:287–290).  Resistance to 
apartheid education, which taught a different curriculum to blacks from that that 
which was taught to whites had, for the most part, and had less qualified teachers, 
continued throughout 1988 with over 900 schools being affected by boycotts 
(Christie, 1992:290).  The DET instituted regulations to provide control of student 
demonstrations (Christie, 1992:298).  In the white schools there was Eurocentric 
education, which was seen as elitist and which prepared scholars for academic 
progress or for elitist positions in trade and industry; black education prepared 
scholars for work as labourers (Christie, 1992:310). 
 
The transformation of society commenced formally in 1994 when South Africa 
held its first democratic election (Skuy, Youong, Ajam, Fridjhon, & Lomofsky, 
2001).  South Africans looked forward to an egalitarian lifestyle with better living 
conditions, better education and better opportunities for employment.  The new 
Constitution of the Republic of South Africa Act 108 (DoE, 1996), possibly one of 
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the most supportive state-based instruments of transformation the world has ever 
seen, strongly asserts social, economic and cultural rights (Pieterse & Meintjies, 
2004: 124).  Public policy and its outcomes are measured against the Bill of 
Rights.  The new South African government of 1994 had to effect transformation 
through the creation of a new political order, economic growth, industrial 
transformation and national unity.  After 1994 the new political dispensation 
replaced the previous education policy with an outcomes-based education (OBE) 
approach (Skuy et al., 2001:2).  Taylor (cited in Gultig, Hoadley, & Jansen, 
2002:89) notes that the new curriculum takes as its starting point a clear political 
agenda and the need to transcend the curriculum of the past which perpetuated 
ethnic and cultural divisions.  OBE emerged from the need to emphasise common 
citizenship and nationhood. The outcomes-based curriculum allows for 
realisation of the values and principles held by the Constitution (Act 108 of 1996) 
founded on a democratic state and common citizenship, holding the values of 
human dignity, rights and freedom.  It sets out a constitutionally based building 
framework for national and provincial legislative action in the field of education.  
OBE provides for non-discriminatory basic and adult education for all (Ladbrook, 
2009:32).  It provides a shift from an elitist, divided system which contributed 
towards social inequality to a more open system with more permeable 
boundaries.  It has a single National Qualifications Framework (NQF), with 
multiple learning pathways and is characterised by the growth of new 
transdisciplinary subjects and programmes (Ladbrook, 2009:32). 
 
The outcomes-based curriculum was launched in 1997 and followed later by a 
revised version, Curriculum 2005, the National Curriculum Statement.  The 
curriculum as initially introduced was not easily received and implemented by 
teachers (Gultig, 2002:156), who described it as elaborate, complex and 
bureaucratic.  The Revised National Curriculum is more easily implemented but 
was a challenge to teachers as they had become used to the previous one.  The 
new curriculum was intended to be the vehicle for IE. 
 
The White Paper on Education and Training in a Democratic South Africa (DoE, 
1995) introduced key initiatives in response to IE (Landsberg, 2005:17).These 
included the NQF, the new curriculum (Curriculum 2005), and the new language 
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policy.  It also announced the intention of the Minister of National Education to 
appoint a National Commission on Special Needs in Education and Training and 
a National Committee on Special Needs in Education and Training. 
 
The new education system would be guided by the principles outlined by the 
above-mentioned document.  It held the values of human rights and social justice 
for all learners; participation and social integration; equal access to a single, IE 
system; access to the curriculum, equity and redress; community 
responsiveness; and cost-effectiveness (DoE, 2001:5). 
 
The Education White Paper 6 (DoE, 2001) became the policy for change in 
special needs education in an effort to implement IE.  The central objective of the 
Education White Paper 6 was “to extend the policy foundations, frameworks and 
programmes of existing policy for all bands of education and training so that 
education and training system would recognise and accommodate the diverse 
range of needs” (DoE, 2001:24).  The development of an IE and training system 
that would uncover and address barriers to learning, and recognise and 
accommodate the diverse range of learning needs is the long-term goal as noted 
in the Education White Paper 6 (DoE, 2001:45).  The purpose is to build an open, 
lifelong and high-quality education and training system for the twenty-first 
century.  The system should include a range of different institutions such as 
special schools or resource centres, designated full service schools and centres 
for further and higher education and training (DoE, 2001:45).  The framework and 
funding strategy for the implementation of is stipulated in the Education White 
Paper 6.  
 
The inclusive system in South Africa has been initiated and structured through 
National Education and carries a message of support from the top down to the 
classroom with networking at all levels, between departments and in collaboration 
with community organisations, both NGOs and non-official organisations (Gultig 
et al., 2002:89).  IE is a system with a network of support.  All learners follow the 
same curriculum and all are expected to reach the same critical outcomes, as 
formulated by the South African Qualifications Authority (SAQA, l997).  The 
curriculum is aimed at producing a prosperous, truly united, democratic and 
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internationally competitive country with literate, creative and critical citizens 
leading productive, self-fulfilled lives in a country free of violence, discrimination 
and prejudice (Gultig et al., 2002:89).  
 
These are high ideals and noble initiatives for a new and prosperous South Africa. 
It is obvious that IE requires a high quality of service, well-trained teachers, 
support personnel and material resources (Nel, Tlale, Engelbrecht, & Nel, 
2016:1).  Moreover, collaborative schools are at the heart of IE.  Such schools 
promote cooperative relationships, not only in schools but also between schools 
and the whole community (Nel, et al., 2016:1).  The essence of IE is a joint vision 
producing the necessary changes, transformations, improvements and new 
directions and guidelines as well as the outcomes representing the benefit for all 
the subjects involved and the entire society as well.  It is a process that brings 
together people, ideas, systems, communications and technologies.  However, 
implementing IE requires that teachers embrace a certain kind of pedagogy.  The 
next section explores the notion of inclusive pedagogy in a South African context. 
 
2.8 Inclusive Pedagogy in South Africa 
South Africa has interpreted international declarations on inclusivity in education 
and training and has used these declarations to formulate an explicit South 
African statement of principles which will guide the transition towards greater 
inclusion.  These principles are articulated in the Constitution of the Republic of 
South Africa, 1996, the South African Schools Act 84 of 1996 (DoE, 2001) and 
the Guidelines for Full-Service/Inclusive Schools (DoE, 2010). 
 
Consequently, teachers have had to shift their focus from the learner who has to 
adjust to the demands of the system to be flexible in order to accommodate the 
needs of the diverse learner population as inclusively as possible (Department of 
National Education, 1999:3).  The Education White Paper 6 (DoE, 2001:31) 
draws attention to the importance of a flexible curriculum and an assessment 
policy that can be accessed by all learners, irrespective of their learning needs, 
as the curriculum is often the most significant barrier to learning and exclusion for 
many learners.  The curriculum is one of the most significant barriers to learning 
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for learners in special and ‘ordinary’ schools alike (DoE, 2010:29).  A wide variety 
of approaches are therefore needed to plan the curriculum in order to draw on 
the learners’ different strengths and aptitudes.  Pugach and Warger (1996:239) 
note that as new curriculum ideas emerge, new instructional practices are 
required.  Teachers, school principals and district officials are therefore 
responsible for ensuring that they are knowledgeable about the standards and 
strategies needed to adapt the curriculum content for learners with disabilities 
(DoE, 2001:18–29).  The concept of inclusive pedagogy in the South African 
context is discussed next. 
 
The South African understanding of this concept is varied.  For instance, 
Makoelle (2013:39) defines inclusive pedagogy as an approach intended to 
promote the culture of accommodating all and ensuring practice based on the 
use of diverse teaching strategies.  He further states that it is associated with a 
‘connective pedagogy’; that is, connecting learners with their own learning first, 
and then connecting their learning to the curriculum. 
 
Inclusive pedagogy as a process whereby the learners constantly engage with 
the learning material, drawing on their experiences.  The material is presented as 
closely as possible to reality and the learners are not passive recipients of 
knowledge but are allowed to attach subjective meaning to it. 
 
There are many interpretations of what inclusive pedagogy means.  Landsberg, 
Kruger and Swart (2011:123) point out that in schools, the influence of special 
needs education, which was based on the medical deficit model, is still prevalent.  
They contend that while policies stress that learners have to be taught in 
accordance with their needs, teachers’ beliefs and practices have not changed 
significantly. 
 
Teaching is a complex endeavour.  Teachers and other educational practitioners 
draw on a range of working theories and their own experiences in arriving at their 
views on how children learn and how teaching can support this learning.  There 
is an increasingly strong body of research evidence and practice that will help 
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refine these views and inform pedagogical decisions.  There are also many 
different definitions of pedagogy as has already been indicated.  
 
The National Strategies in Guidance Curriculum and Standards (DoE, 2007:13) 
have developed the following working definition: 
 
“Pedagogy is the act of teaching, and the rationale that supports the actions 
that teachers take.  It is what a teacher needs to know and the range of 
skills that a teacher needs to use in order to make effective teaching 
decisions.” 
 
Developing a shared understanding and a common language to talk about 
pedagogy is a crucial step towards transforming teaching and learning to ensure 
that there is continuity and progression at all stages of the learning journey.  This 
will lead to children and young people meeting their full potential. 
 
The National Strategies in Guidance Curriculum Standards, under the section on 
pedagogy and personalisation (DoE, 2007:5), indicate that teachers and 
practitioners should consider the following principles of pedagogy when 
designing effective learning opportunities: 
 
• Ensure that every learner succeeds: set high expectations. 
• Build on what learners already know: structure and pace teaching so that 
they can understand what is to be learned, how and why. 
• Make learning of subjects and the curriculum real and vivid. 
• Make learning enjoyable and challenging: stimulate learning through 
matching teaching techniques and strategies to a range of learning needs. 
• Develop learning skills, thinking skills and personal qualities across the 
curriculum, inside and outside the classroom. 
• Use assessment for learning to make individuals partners in their learning. 
 
These principles recognise that learning has both cognitive and affective 
dimensions.  Factors such as motivation or self-esteem have an important impact 
on behaviour and consequently on learning.  Effective teaching pays attention to 
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motivation and self-esteem (DoE, 2007:5).  This includes developing positive and 
supportive relationships by creating conditions for learning, which form the overall 
context within which a teacher’s knowledge, understanding and skills are applied 
and the learners’ progress can be maximised. 
 
In this thesis, inclusive pedagogy refers to the totality of aspects of which teaching 
inclusively is central.  It is a totality of teaching methods, approaches, forms and 
principles that enhance learner participation. 
 
The concept of inclusive pedagogy, as alluded to in the above section and 
subsection 1.9.7 earlier, seems to have a profound influence on the concept of 
andragogy.  Therefore, the following section provides a detailed discussion on 
the concept of andragogy and the set of assumptions about adult learners. 
 
2.9 Conceptualising Andragogy 
The concept of andragogy, the art and science of helping adults to learn, was 
popularised by Malcolm Knowles’s Teaching Excellence in Adult Literacy 
programme (Knowles, 2011:1).  The roots of andragogy can be traced back to 
Alexandra Kapp, a German grammar teacher who used the term to describe 
Plato’s educational theory, Alexander Kapp maintained that adult education 
requires special teachers, special methods and a special philosophy.  Knowles 
(1980:43) defined the concept of andragogy as the art and science of how adults 
learn, conflating it with pedagogy, the art and science of helping children learn.  
The question arose: but what makes an adult learner different from a child 
learner?   
 
To answer this, Knowles (1998:57) defined the adult learner in four ways: 
  
• Biological definition: the age at which a person can reproduce 
• Legal definition: the age at which a person can do things such as vote, 
drive a car, and marry  
• Social definition: when a person begins to perform adult roles such as full-
time worker, participating citizen, spouse or parent  
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• Psychological definition: when a person develops a self-concept of being 
responsible for his or her own life. 
 
Knowles (1990) further mentions a set of assumptions about adult learners, 
namely, that they: 
 
• Move from dependency to increasing self-directedness as they mature 
and can direct their own learning; 
• Draw on their accumulated reservoir of life experiences to aid learning; 
• Are ready to learn when they assume new social or life roles; 
• Are problem-centred and want to apply new learning immediately; and 
• Are motivated to learn by internal, rather than external factors. 
 
Knowles (1990) noted assumptions about the following characteristics of adult 
learners: 
 
Self-concept: As a person matures, his or her self-concept moves from one 
being a dependent personality towards one being a self-directed human being. 
Adult learner experience: As a person matures, he or she accumulates a 
growing reservoir of experience that becomes an increasing resource for 
learning. 
Readiness to learn: As a person matures, his or her readiness to learn becomes 
oriented increasingly to the developmental tasks of his or her social roles. 
Orientation to learn: As a person matures, his or her time perspective changes 
from one of postponed application of knowledge to immediacy of application, and 
accordingly his or her orientation towards learning shifts from one of subject-
centred to one of problem-centredness. 
Motivation to learn: As a person matures the motivation to learn is internal 
(Knowles 1984:12).  Adult learners learn by doing, and effective instruction 
focuses on tasks that adults can perform, rather than on memorisation of content 
(TEAL, 2011:1).  Since adults are problem-solvers and learn best when the 
subject is of immediate use, effective instruction involves the adult learner in 
solving real-life problems. 
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Inherent in these assumptions are implications for practice, that adult teachers 
should use the following methods (Knowles, 1984:63): 
 
• Set a cooperative climate for learning in classroom. 
• Assess the learner’s specific needs and interests. 
• Develop learning objectives based on the learner’s needs, interests and 
skill levels. 
• Design sequential activities to achieve the objectives. 
• Work collaboratively with the learner to select methods, materials and 
resources for instruction. 
• Evaluate the quality of the learning experience and make adjustments, as 
needed, while assessing needs for further learning  
 
Merriam (1998) notes the following principles of andragogy: 
 
• Adults need to be involved in the planning and evaluation of their 
instruction. 
• Experience (including mistakes) provides the basis for the learning 
activities. 
• Adults are most interested in learning subjects that have immediate 
relevance to and impact on their job or personal life. 
• Adult learning is problem- centred rather than content-oriented (p. 6). 
 
The analysis of relevant literature shows that there are differences between 
andragogy and pedagogy, as illustrated in the comprehensive analysis in Table 
2.1.   
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Table 2.1: Differences between andragogy and pedagogy 
 Pedagogy  Andragogy  
The learner The learner is dependent upon the instructor for all 
learning 
The learner is self-directed 
The teacher/instructor assumes full responsibility 
for what is taught and how it is learned 
The learner is responsible for his or her own 
learning 
The teacher/instructor evaluates learning Self-evaluation is characteristic of this approach 
Role of the learner’s experience The learner comes to the activity with little 
experience that could be tapped as a resource for 
learning 
The learner brings a greater volume and quality of 
experience 
Adults are a rich resource for one another. 
The experience of the instructor is most influential Different experiences assure diversity in groups of 
adults 
Readiness to learn Students are told what they have to learn in order 
to advance to the next level of mastery 
Experience becomes the source of self-identify 
Any change is likely to trigger a readiness to learn 
The need to know in order to perform more 
effectively in some aspect of one’s life is important 
The learner has the ability to assess gaps between 
where one is now and where one wants and needs 
to be 
Orientation to learning Learning is a process of acquiring prescribed 
subject matter 
The learner wants to perform a task, solve a 
problem and live in a more satisfying way 
Learning must have relevance to real-life tasks 
Content units are sequenced according to the logic 
of the subject matter 
Learning is organised around life/work situations 
rather than subject matter units 
Motivation for learning The learner is primarily motivated by external 
pressures, competition for grades, and the 
consequences of failure 
Internal motivators are self-esteem, recognition, 
better quality of life, self-confidence and self-
actualisation 
Source: Adapted from www.floridatechnet.org/inservice/abc/abcstudent/adravsped 
 
CHAPTER 2: LITERATURE REVIEW 
62 
From Table 2.1 it is evident that the main differences between the two concepts 
are that the learners in pedagogy depend on the teacher who has more 
experience than they have, whereas the teacher in andragogy does not play a 
major role in the learning of the learners because they are experienced and 
responsible for their own learning.  They are adult learners and their experience 
is of paramount importance because it is the source of self-identity.  They want 
to learn and are not coerced to do so because they are internally motivated; they 
do understand the reason for their learning.  This is not the case with young 
learners who have to be motivated externally in order for them to learn.  
 
With regard to the above-mentioned assumptions, Knowles proposed a 
programme planning model for designing, implementing and evaluating 
educational experiences with adults.  For example, with regard to the first 
assumption that as adults mature, they become more independent and self-
directing, Knowles (1980:47) suggested that the classroom climate should be one 
of “adultness”, both physically and psychologically.  In an “adult” classroom, 
adults “feel accepted, respected, and supported”; further, there exists “a spirit of 
mutuality between teachers and students as joint inquirers”.  Moreover, because 
adults manage other aspects of their lives, they are capable of directing, or at 
least assisting in planning, their own learning. 
 
While this study placed a large degree of emphasis on Knowles’ (1990) set of 
assumptions about adult learners, it should be noted that his assumptions 
received criticism from some scholars. Lee’s (2003) critiques point out that: 
  
• Andragogy is an individualistic concept, focusing only on the context a 
learner brings from his or her own experiences. 
•  Andragogy fails to consider that the individual does not exist in a vacuum 
and that individuals have many identities that may “affect their views of 
learning and ways of engagement in the learning process” (Lee, 2003:12) 
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Sandlin (2005) further determined the following: 
 
• Through focusing on technical knowledge and practical teaching 
techniques, andragogy positions itself as politically neutral and fails to 
acknowledge that knowledge is inherently value-laden and serves to 
socialise and shape behaviour. 
• It promotes the illusion of a generic adult learner with white middle-class 
values as universal, ignores other ways of knowing and being thus in the 
process silences other voices. 
• In andragogy only one worldview is valued or acknowledged, thus ignoring 
other value system and not allowing for differences in learning 
preferences. 
• It ignores the relationship between self and society by de-contextualizing 
the learning process and describing the individual in psychological terms 
separate from social, political, and historical contexts. 
• It does not consider structural systems of privilege and oppression based 
on race, gender, and class, that influence learning, and does not consider 
how culture impacts a person’s development and ways of learning. 
• Due to the fact that andragogy promotes itself as neutral while upholding 
mainstream values, it omits a critical analysis of “common-sense” 
assumptions about cultural, socio-political, and institutional constraints of 
learning; hence, it is critiqued for reproducing inequalities, for supporting 
exploitative structures and conservative agendas. (Sandlin: 2005). 
 
It should futhermore be noted that Adult educators subscribing to the Afrocentric 
paradigm focus their critisim of andragogy on its failure to consider other 
worldviews and on its exclusion of non-white and Western voices, specifically the 
African worldview, which aids in reproducing the dominant cultural hegemony of 
racism in America. (Sandlin: 2005).  
 
Andragogy is always practised within the realm of specific kinds of theories.  The 
following section discusses the teaching and theories in adult education. 
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2.10 Theories of Adult Education 
Constructivists like Vygotsky (1997:81) believe that learning is the process of 
constructing new knowledge on the foundations of what one already knows.  
Knowles (1988:59), who introduced the term ‘andragogy’ to differentiate adult 
learning from pedagogy, argued that adults learn in different ways from children.  
This differentiation now seems to be artificial since many of the principles of 
andragogy can be applied equally to children’s learning.  Belanger (2011:6) 
explains that learning theories and theories of adult education participation shape 
the practice and the ‘engineering’ of activities in the dispersed field of adult 
learning. 
 
The researcher next explore the more commonly used theories and explain how 
they can be applied to enhance student and faculty learning, then show briefly 
how the theories have developed from each other.  The researcher also show 
how, and when, different theories can be applied to maximise learning.  A model 
that combines many of these into a flow diagram is presented.  At each stage of 
the model responsibilities of both teacher and learner are identified.  
 
Bélanger (2011:15) points out that learning theories attempt to capture and 
systematise the learning process. The author’s main focus is on the following 
learning theories: behaviourist theory, cognitivist and socio-cognitivist theories, 
and constructivist and socio-constructivist theories.  Belanger explains that other 
learning theories have been developed.  Such theories, namely humanist 
learning theory and experiential learning theory, were further developed in the 
adult learning field by Jarvis and Illeris.  
 
Transformative theory will also be explored in this chapter.  Figure 2.3 provides 
a summary of learning theories and key authors. 
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Figure 2.3: Learning theories and key authors 
Source: Adopted from Bélanger (2011:16) 
 
In the next section the different types of learning theories are discussed. 
 
2.10.1 Behaviourist theories 
Bélanger (2011:19) points out that behaviourism was the first theoretical 
orientation to emerge in the early years of the twentieth century, and that it arose 
in reaction to the predominant non-scientific or non-empirical and prescriptive 
analysis of learning of that time.  Behaviourism was developed initially by Watson 
in 1930, widely known for his collaborative research on reflexes and conditioned 
responses with Russian physiologist Ivan Pavlov (Bélanger, 2011:19).   
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Behaviourist researchers, challenging the prevalent trend in this early period of 
educational science, focused their studies on empirical and discernible 
behaviours rather than on ‘mental’ processes (Bélanger, 2011:19) 
 
According to Skinner (1954:89), behaviourist theories are the basis of many 
competency-based curricula and training programmes.  A stimulus in the 
environment leads to a change in behaviour.  Applying these theories usually 
results in learning that promotes standardisation of the outcome. 
 
Behaviourist theory has often been reduced to Pavlov’s well-known experiments 
in conditioning dogs (Skinner, 1954:89).  This perspective is more complex 
because the environment shapes the behaviour and thus determines the learning 
process.  Learning takes place through reinforcement when, in the course of 
repeating many contiguous events, the individual recurrently undergoes a 
rewarding experience (Skinner, 1954:99). 
  
Thorndike (1932:34) contributed much to this theory by explaining why behaviour 
patterns are strengthened by positive stimuli and weakened by negative ones.  
The author explained, after his experiment, that responses are reinforced by 
consecutive and consequent behaviour, and that repeating gratifying behaviour 
consequently tends to create lasting learned behaviour.  Skinner (1974:88) 
echoed this same sentiment but added that since behaviour is learned, it can be 
determined by arranging the contingencies of reinforcement in the learner’s 
immediate environment. 
 
More recently, Leonard (2002:16) has stated that, at a pedagogical level, 
behaviourists emphasise the importance of establishing gradual operational 
learning objectives, from simple to complex tasks, with a view to the predicted set 
of behavioural outcomes.  
 
Leonard (2002:16) further contends that “by systematically adjusting the stimuli 
throughout a course of study, the instructor can alter and fine-tune the behaviour 
of the learners and modify the outcomes” (Leonard, 2002:16). 
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2.10.2 Cognitive learning theories 
Bélanger (2011:24) states that cognitivist theory takes its cue from Gestalt theory, 
which interprets learning as an inner cognitive process.  She points out that 
cognitivists consider the so-called ‘non-observable’ cognitive process to be 
central in understanding learning processes.  Overt behaviours tend to be ruled 
by such inner processes. 
 
Cognitivist theory goes beyond external behaviour in order to understand what 
happens inside the learner’s brain in all learning instances.  Acquiring and 
processing knowledge is a cognitive process, a rational one (Bélanger, 2011:26).  
This information processing theory, as Bélanger (2011:28) explains, relies on 
three key aspects of the learning process: memory, knowledge, and 
representation.  Acquiring and processing knowledge is a mental process through 
which the learner stores, orders, organises, transforms, retrieves, recovers, and 
evaluates procedural (know how) and non-procedural knowledge.  It is the 
capacity to abstract a representation of acts or procedures that make knowledge 
transfer possible.  
 
Cognitive dissonance is a good example by which to illustrate the relevance of 
cognitivist concepts and pedagogical approaches.  In a new context, perceiving 
an inconsistency among our cognitions generates a state of incertitude 
(dissonance), which motivates us to seek new consistency among our cognitions 
and the new piece of information (Bélanger, 2011: 28). 
 
In discussing the concept of cognitive dissonance, Gerard (1992: 324) explains 
the emotional dimension of learning and the inner workings of the affective and 
cognitive processes involved.Gerard (1992:324) defined cognitive dissonance, it 
helps to understand the emotional dimension of learning and the inner workings 
of the affective and cognitive processes involved. Bandura (1994:199) expanded 
the cognitivist approach by integrating the social perspective in his analysis of 
learning processes; that is, the interdependence of personal and environmental 
influences.  Even though positioning the learner at the centre of the learning 
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process, Bandura (1994:199) mentions the reciprocal interaction between 
individuals and their milieu. 
 
2.10.3 Humanistic Theories 
Humanism emphasises that perceptions are centred on experience as well as 
the freedom and responsibility to become what one is capable of becoming 
(Bélanger, 2011:37).  These tenets underlie much of adult learning theory that 
stresses the self-directedness of adults and the value of experience in the 
learning process (Merriam & Caffarella, 1999:257). 
 
Humanistic theories promote individual development and are learner-centred 
(Bélanger, 2011:37).  The goal of these theories is to produce persons who have 
the potential for self-actualisation, and who are self-directed and internally 
motivated.  Knowles (1988) supported this theory by popularising the concept of 
andragogy.  Although it explains the motivation to learn, its main limitation is the 
exclusion of context and the social mechanism of constructing meaning and 
knowledge.  It is now known that context and social factors are crucial in 
professional education (Durning & Artino, 2011:188). 
 
The founder of humanistic psychology, Abraham Maslow (1970), proposed a 
theory of human motivation centred on a hierarchy of human needs, ranging from 
physiological needs at the lowest level to self-esteem and the need for self-
actualisation at the highest level.  According to this author, learning is a process 
through which people attempt to fulfil their individual potential; learning is a form 
of self-actualisation. 
 
Carl Rogers abstracted 10 principles from his experience in education settings 
and in his clinical work.  Such principles are stipulated as follows (Rogers, 
1969:157): 
 
• Human beings have a natural potential for learning. 
• Significant learning takes place when the student perceives the subject 
matter as having relevance for his or her overt purposes. 
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• Learning that involves a change in self-organisation in the perception of 
oneself is threatening and tends to be resisted. 
• Those learnings that are threatening to the self are more easily perceived 
and assimilated when external threats are at a minimum. 
• When threat to the self is low, experience can be perceived in 
differentiated fashion and learning can proceed. 
• Much significant learning is acquired through doing. 
• Learning is facilitated when the student participates responsibly in the 
learning process. 
• Self-initiated learning which involves the whole person of the learner – 
feelings as well as intellect – are the most lasting and pervasive. 
• Independence, creativity, and self-reliance are all facilitated when self-
criticism and self-evaluation are basic and evaluation by others is of 
secondary importance. 
• The most socially useful learning in the modern world is the learning of the 
process of learning, a continuing openness to experience and 
incorporation into oneself of the process of change. 
 
Merriam and Caffarella (1999:256) contend that humanist theorists take a stand 
against many of the behaviourist conceptions, for example by regarding their view 
of human nature, the conditioning of responses to stimuli, and the notion that 
behaviour is predetermined by either the environment or one’s subconscious.  
This vision of learning, inspired by psychological findings, sees the integral 
development of the individual as the finality of education.  
 
According to this perspective, the teacher is a facilitator seeking to actualise the 
learner’s potential and the learner is the main agency of the process (Merriam & 
Caffarella, 1999:256).  
 
Humanists analyse and interpret learning processes within a wider frame of 
reference, taking into account the affective as well as the cognitive aspects of 
learning; considering the whole person, their feelings and intellect (Bélanger, 
2011:39).  
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Among the many dimensions influencing learning processes, humanists 
underline the roles of anxiety, the subconscious, repression, defence 
mechanisms, inner drive (libido) and coup manqué (Bélanger, 2011:39).  While 
putting forward a Freudian (psycho-) analysis, the humanists refuse to accept a 
deterministic vision of the subconscious.  They have an optimistic view of 
people’s inner capacity for growth, personal development, and change.  For 
them, it is of primary importance to help individuals discover and valorise their 
capacity to grow and to change.  Learning, understood this way, is always 
ambivalent: searching for one’s identity, questioning one’s beliefs, meanings or 
experiences, venturing into the unknown, and changing one’s self-organisation 
may be frightening and threatening to the self (Bélanger, 2011:39). 
 
2.10.4 Transformative Learning Theory 
Transformative learning theory was developed by Mezirow in the early 1980s 
(Taylor & Hamdy, 2013:1).  The author first introduced the notion of 
transformation change into the analysis and interpretation of adult learning 
processes.  This led to the concept of transformative learning (Taylor & Hamdy, 
2013:1). 
 
This theory aims not only to acquire knowledge through significant experience, 
but also to acquire a mode to retrieve, test, construct and master new knowledge 
and new ways by which to perceive reality.  The issue is not only to acquire new 
knowledge, but to develop new ‘glasses’ to look differently at reality and existing 
knowledge.  One “reinterprets an old experience (or a new one) from a new set 
of expectations, thus giving a new meaning and perspective to an old experience” 
(Mezirow, 1991:31). 
 
According to Mezirow (1996:165), transformative learning theory explores the 
way in which critical reflection can be used to challenge the learner’s beliefs and 
assumptions.  He explains that the process of transformation includes the 
following: 
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• A disorienting dilemma which is the catalyst/trigger to review own 
views/perspectives – ‘‘knowing that you don’t know’’. 
• The context, which includes personal, professional, and social factors. 
• Critical reflection, of which Mezirow (1995:31) identifies different forms of 
reflection in transformation of meanings, structures, context, process, and 
premise.  Premise reflection involves the critical re-examination of long-
held presuppositions. 
 
Mezirow’s transformative learning process is synthesised and illustrated as an 
ongoing cyclical development as shown in Figure 2.4. 
Figure 2.4: Mezirow’s transformative learning process 
Source: Kolb (1984:141) 
 
This transformation theory is, in Mezirow’s words, “a constructivist theory of adult 
learning” (Mezirow, 1991:11).  Mezirow regards transformative learning as 
learning that transforms problematic frames of reference to make them more 
inclusive, discriminating, open, reflective and emotionally able to change.  He 
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further explains that such frames of reference are more likely to generate beliefs 
and opinions that will prove truer or justified to guide actions (Mezirow, 2003:6). 
 
The following are the key concepts of transformative learning: 
 
• Social change: adaptive or transformative? 
• Interpretation of experience and of knowledge 
• Scheme of reference, meaning, perspective (lens through which one sees 
his or her reality, the world) 
• Emancipation: freedom from previous beliefs and interpretation that distort 
reality 
• Critical reflection of assumptions through which one revises usual ways of 
seeing oneself and one’s relationship, habits of mind or points of view 
• Decentration, distanciation, perspective taking 
• Banking education 
• Consciousness raising and change through discourse and dialogue 
• Felt (expressed) needs and causes of felt needs 
• The mobilising words 
• Catalyst role of the teacher (Mezirow, 2003:6). 
 
Mezirow (2006:3) mentions that a critical dimension of the transformative theory 
is to consider the reflexive process as a way of becoming independent or 
autonomous from the context of learning and access higher levels of thinking, 
and to become autonomous from the social context and access a higher level of 
emancipation, thus being able to participate freely in discussions and validate 
one’s personal judgment.  Furthermore, Mezirow argues that through critical 
reflection, people become emancipated from communication that is distorted by 
cultural constraints. 
 
Mezirow (1994:224) describes critical learning as a process that evolves through 
a number of the following sequential phases: 
 
Phase 1. A disorienting dilemma 
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Phase 2. Self-examination with feelings of guilt or shame 
Phase 3. Critical assessment of assumptions 
Phase 4. Recognition that one’s discontent and the process of transformation 
are shared and others have negotiated a similar change 
Phase 5. Exploration of options for new roles, relationships, actions 
Phase 6. Planning a new course of action 
Phase 7. Acquiring knowledge and skills for implementing one’s plans 
Phase 8. Provisionally trying out new roles 
Phase 9. Renegotiating relationships and negotiating new relationships 
Phase 10. Building competence and self-confidence in new roles and 
                 relationships  
Phase 11. A reintegration into one’s life on the basis of conditions dictated by 
one’s new perspective 
 
2.10.5 Social Theory of Learning 
Two elements crucial to social theories of learning have been developed by 
Wenger, Taylor and Hamdy (2013:1): the concepts of context and community 
(Choi & Hannafin, 1995; Durning & Artino, 2011:53).  Wenger (1998) highlighted 
the importance of communities of practice in guiding and encouraging the learner.  
Land, Meyer and Smit (2008) also emphasise that when the learner enters into 
the community of practice, his or her experience is shaped by the context and 
community.  
 
South Africa like many other countries has education of adults as part of 
education and skills development.  In the subsequent section the notion of adult 
education in South Africa is therefore discussed. 
 
2.11 Adult Education in South Africa  
Adult Learning and Education (ALE) remains a heavily contested field where 
scholars have failed to achieve consensus over the best-fitting definitions to cover 
the activities within the field.  These scholars argue that there is a shortage of 
literature addressing the range of characteristics and preferences of adult 
learners; most definitions tend to be plagued with a generalist attitude that groups 
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all learners, despite their differences, into one category (Holyoke & Larson, 2009).  
There is a lack of distinction between the different histories, preferences, and 
values applied during the process of educating adult learners.  Holyoke and 
Larson (2009) state that scholars have had an implicit application of keywords 
accumulated from generations of research within the field and have come up with 
several definitions.  According to Eyibe (2005:4), adult education can be defined 
as any education designed for the unskilled and semi-skilled population, formal 
school dropouts as well as the men or women who dropped out of school due to 
some reason.  It is any form of learning which is provided outside the formal 
learning system for mature men and women.  However, a review of the literature 
has revealed that most authors have agreed with UNESCO’s (2001:1) definition 
of the concept as more inclusive of the elements of adult education.  The 
organisation defines adult education as “the process by which men and women 
seek to improve themselves and the society by increasing their knowledge, skills 
or their sensitivity” (UNESCO, 2001:1).  
 
The complexity of adult education is increased by the nature of interaction and 
interdependence that it has with other fields (UNESCO, 2001{1).  There are fields 
in adult education that include continuing education, lifelong learning, adult 
literacy and adult basic education (UNESCO, 2001:1).  Continuing education can 
be defined as a part-time subset of adult education that seeks to link the 
aspirations and needs of people positively with educational activities, to enable a 
boost in social, political and economic development in a nation (Isawa, 2017:2). 
 
The view explained above echoes Lindeman’s (1926:6) argument that education 
is life, not a mere preparation for an unknown kind of future living.  He contends 
that the whole of life is learning; therefore, education can have no ending.  This 
new venture is called adult education, not because it is confined to adults but 
because adulthood, maturity, defines its limits.  Merriam and Brockett (1997:7) 
define adult education as activities intentionally designed for the purpose of 
bringing about learning among those whose age, social roles, or self-perception 
define them as adults. 
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Another definition of adult education is that it is the action of an external 
educational agent in purposefully ordering behaviour into planned systematic 
experiences that can result in learning for those for whom such an activity is 
supplemental to their primary role in society, and which involves some continuity 
in an exchange relationship between the agent and the learner so that the 
educational process is under constant supervision and direction (Verner, 1962:1).  
This view is emphasised by Houle (1996:41) who states that it is the process by 
which men and women (alone, in groups, or in institutional settings) seek to 
improve themselves or their society by increasing their skill, knowledge, or 
sensitiveness; or it is any process by which individuals, groups, or institutions try 
to help men and women improve in these ways.  The fundamental system of 
practice of the field, if it has one, must be discerned by probing beneath many 
different surface realities to identify a basic unity of process. 
 
Adult education can be used to gain knowledge, to improve skills, or to increase 
literacy and numeracy rates among adults (Verner, 1962:1).  Adult education can 
also help employees to remain up-to-date with new developments in their fields; 
to ensure that their knowledge and skills remain relevant in the workplace; and 
to study towards a qualification that will enable them to make a career change 
(Verner, 1962:1). 
 
One of the biggest challenges facing South Africa is the level of education of the 
majority of its people.  Too often the youth overlook the importance of getting an 
education and either drop out of school or never go to begin with (Weybright, 
Caldwell, Xie, Wegner, & Smith, 2017:1).  Everyone in South Africa is 
encouraged to complete basic primary education (Churr, 2015:2).  Even persons 
with a Grade 12 certificate lack the literacy and numeracy skills they need to 
benefit from the training and development opportunities available through the 
NQF and the Quality Council for Trades and Occupations. 
 
Those who fail to obtain an education in South Africa are disadvantaged because 
they lack the required basic skills to obtain employment.  Unfortunately, many 
individuals find themselves in a position where they are unable to further their 
studies.  This is where AET plays an integral part in South Africa’s society.  AET 
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is a South African initiative aimed at improving literacy and numeracy rates 
among adults.  It addresses those skills that adults need at a foundational level 
at AET levels 1 to 4, potential (Sun & Strobel, 2013:12).  Communication and 
Numeracy provide adult learners with the foundational skills they need to be able 
to develop to their full potential (Sun & Strobel, 2013:12). 
Adult basic education and training (ABET) is a component of the South African 
education system and is for adults who want to finish or improve their basic 
education.  It aims to provide basic foundational learning tools, knowledge and 
skills, and provides participants with nationally recognised skills and/or 
qualifications (DoE, 1997:10). 
 
ABET addresses the fundamental skills of reading, writing, understanding, 
listening, numeracy and mathematics, thus improving communication and 
problem-solving.  In addition, it addresses literacy and numeracy abilities which 
enable further development in a company or organisation (DoE, 1997:12). 
 
Media Works (Media Works, 2016:1) has defined ABET as follows: 
 
“Adult basic education and training is the general conceptual foundation 
towards lifelong learning and development, comprising of knowledge, skills 
and attitudes required for social, economic and political participation and 
transformation applicable to a range of contexts.  ABET is flexible, 
developmental and targeted at the specific needs of particular audiences 
and, ideally, provides access to nationally recognised certificates.” 
 
The concept of ABET is uniquely South African.  In the English-speaking world, 
ABE means Adult Basic Education.  South Africa added the T for Training in the 
policy initiatives of the early 1990s (Media Works, 2016:1).  The adoption of ABET 
was hotly contested for a time by those who believed in the power of the 
alternative, non-formal approaches to adult education.  The reasons for adopting 
the term fell into two main groups. 
 
One of the deepest critical perceptions of education (including adult education) 
in South Africa, especially on the part of labour unions and business, was that 
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education had little application in life and work, while training meant drilling in 
routine jobs with no attention to underlying knowledge and values.  Adding the T 
showed a commitment to the integration of education and training into ABET 
(Media Works, 2016:1). 
 
ABET grew out of adult literacy work.  The adoption of the term ‘ABET’ rather 
than ‘adult literacy work’ was the result of political struggle informed by research.  
In spite of fine achievements of adult literacy work in the struggle, literacy alone 
was not considered adequate to support real social transformation.  ABET was 
meant to offer an appropriately adult route to a general education aimed at 
making a significant improvement in quality of life (Media Works, 2016:1). 
 
Principals (known as Centre Managers) are appointed by the Gautemg 
Department of Education.  Posts are advertised for teachers to apply.  The 
minimum qualification is Grade 12 and teachers are encouraged to improve their 
qualifications.  That is why most of them have registered at higher education 
institutions to improve their qualifications.  Subject education specialists from the 
Gauteng Department of Education monitor and support the AET institutions in 
conducting regular workshops and through monthly class visits.  It is therefore of 
paramount importance that these institutions be regularly supported because 
most of their teachers are not qualified, so they need to be empowered and 
constant training must be done.  The following section discusses IE in adult 
centres in South Africa (DoE, 1997:14). 
 
2.12 Inclusive Education in Adult Centres in South Africa 
In July 2001, the South African Department of Education published the Education 
White Paper 6 in which it was pointed out that the previous education system and 
curriculum under the apartheid government (prior to 1994) had generally failed to 
respond to the diverse needs of the learner population, especially those with 
learner disabilities, resulting in massive numbers of dropouts and failures (DoE, 
2001).  In the main, the Education White Paper 6 (DoE, 2001) outlined and 
defined an IE and training system and proposed a framework for establishing 
such a new system that would provide for special needs and support services.  
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This system was to promote education for all, and to foster the development of 
inclusive and supporting centres of learning to enable all learners to participate 
actively in the education process.  The chief purpose of these initiatives would be 
to develop and extend the potentialities of all learners so that they could 
participate as equal members of society (DoE, 2001). 
 
Education in South Africa entered a new era in 1994 with the advent of a truly 
democratic government.  This brought about a new socio-political shift that 
emphasised important values such as equity, non-discrimination, liberty, respect, 
and social justice, which have provided the framework for the South African 
Constitution (DoE, 2001).  The values embodied in the Constitution as the central, 
supreme law in the country were consequently also reflected in all other new 
legislative measures, including those concerning education.  It therefore followed 
that major developments took place in the field of education in the years after the 
promulgation of the Constitution at the end of 1996 (South African Constitution, 
1996), also in the area of IE. 
 
As could be expected, it was not only politico-legal changes that took place in 
education.  The emphasis on IE as a new reality in South Africa also brought 
about major philosophical shifts in the entire education system (DoE, 2005).  The 
Education White Paper 6 set out to address the needs of all learners in a single, 
undivided education system, moving from the categorisation of learners 
according to disability to assessing the needs and levels of support required by 
individual learners, with the aim of facilitating their maximum participation in the 
education system (DoE, 2005).  This shift to IE came as a response and 
commitment to the central tenets of the Constitution (South African Constitution, 
1996) as reflected in various sections committing the state to certain principles: 
section 9(2) to the achievement of equality; sections 9(3), (4) and (5) to non-
discrimination; and section 29(1) to upholding the fundamental right of all citizens 
to a basic education.  (DoE, 2005). 
 
The policy on establishing an IE and training system adopts a social ecosystems 
perspective in that it shifts the focus away from locating problems within the 
learners to locating them in all systems that act as barriers to learning (DoE, 
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2005).  These include the family, the school, and aspects of community 
functioning.  In addition, the policy suggests a shift from focusing on the category 
of disability to the level of support needed by the learners identified during 
assessment (DoE, 2005). 
 
More than a decade ago, Beder and Carrea (1988:76) commented that there was 
a substantial body of literature on the subject of adult learning but very little 
empirical study had been done on the subject of adult centres.  In the adult 
centres, adults are assisted to learn.  These authors defined andragogy as the 
science of helping adults to learn.  Monts (2000:3) noted that adults are helped 
to learn in adult centres.  The experience of the learner is viewed as a deep 
reservoir that serves as a resource for learning.  
 
Monts (2000:3) pointed out that in the adult centres, experiential techniques such 
as laboratory experiments, discussions, problem-solving cases, simulation 
games, field experiences, and other similar methodologies are utilised.  In adult 
centres learning focuses on life-application categories and is ordered according 
learners’ needs and readiness to learn.  Education in the centres is a process of 
developing increased competencies.  Teachers in adult centres perceive adult 
learners as more intellectually curious and concerned with practical application; 
they exhibit high motivation to learn, and are clear about what they want to learn, 
are willing to work hard and are less emotionally dependent on the teachers 
(Monts, 2000:3). 
 
2.13 Conclusion 
The purpose of Chapter 2 was to explore the literature review on the teaching 
practices that may enhance inclusive teaching in AET institutions in the GED.  
This chapter commenced with a review of various definitions of IE.  It was found 
that there is no one specific definition of this term.  However, the following 
recurring themes were addressed in various definitions: 
 
• Students with various degrees of special needs can be educated in regular 
schools.  
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• IE is a system of education that is responsive to the diverse needs of 
learners.  
• Students become part of the institution.  
• IE provides for equal and optimal education of all learners.  
• IE acknowledges that all children can learn and that all need support. 
• IE aims to uncover and minimise barriers to learning. 
• IE is about changing attitudes, behaviour, teaching methods, curriculum 
and environments.  
• In IE the process evolves according to local cultures and contexts.  
 
All the aspects above were found to explain the term IE in depth and led to the 
discussion of the concept of inclusive pedagogy. 
 
The literature review elucidated the history and international development of IE.  
Inclusive education in South Africa was outlined and explained with more details 
on inclusive pedagogy in South Africa.  The concept andragogy was explored, 
with further discussion on the international developments in adult education.  The 
theories and teaching and learning practices in adult education were examined, 
and adult education in South Africa was discussed.  The chapter concluded with 
a discussion of IE in adult centres in South Africa. 
 
The next chapter, Chapter 3, focuses on the research methodology and the 
design of the study.  A detailed discussion of the research approach, 
instrumentation and data collection, data analysis and interpretation and 
trustworthiness is presented. 
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CHAPTER 3: RESEARCH METHODOLOGY 
3.1 Introduction 
The previous chapter dealt with a literature study that was developed both 
internationally and within the South African context to form the conceptual 
framework of the research.  This chapter describes the paradigm on which this 
study is based, and the research design and methodology used in collecting data 
to explore the teaching practices that enhance the inclusion of learners with 
diverse needs in AET institutions. The other research aspects described are the 
chosen research approach, the sampling of the participants and the 
instrumentation and data collection.  The pertinent issues related to 
trustworthiness in qualitative research are also discussed in this chapter. 
 
3.2 Outline of the Chapter 
Figure 3.1 presented below outlines the logical flow of Chapter 3. 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 3.1: Outline of Chapter 3
The logical flow of the chapter is as follows: 
3.1 Introduction 
3.2 Outline of the chapter 
3.3 An interpretive research paradigm 
3.4 A qualitative research approach 
3.5 A participatory action research design 
3.5.1 Population and selection of participants 
3.5.1.1 Population 
3.5.1.2 Selection of participants 
3.5.2 Instrumentation and data collection technique 
3.5.3 Data analysis and interpretation 
3.6 Trustworthiness 
3.7 Conclusion  
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3.3 An Interpretive Research Paradigm 
Henning (2005:45) states that all scientific research is conducted from within a 
specific paradigm, or theoretical framework, which is the way research material 
is viewed.  It is the basic orientation to both theory and research (Neuman, 
2006:81).  A research paradigm is further described by Mouton and Marais 
(1990:145) as the model or pattern according to which the social scientist views 
the objects of research.  A paradigm dictates the research agenda by defining 
what problems count as legitimate scientific problems and what constitutes 
acceptable solutions to the problems (Mouton, 2001:16).  
 
A paradigm is simply a belief system or a theory that guides the way the 
researcher would carry out the research.  It is essentially a worldview, a system 
of beliefs, values and methods within which research takes place (Taylor, 
2013:1).  
 
A paradigm can also be defined as “a worldview – a way of thinking about and 
making sense of the complexities of the real world” (Patton, 2015:89).  The 
implication is that researchers should be well versed in the needs and demands 
of the selected paradigms.  According to Guba (1990:17), a paradigm is "a basic 
set of beliefs that guide action, whether of everyday ... variety or action taken in 
connection with a disciplined enquiry".  It is one's abstract framework, model of 
reality, or worldview.  A research paradigm would serve to define what should 
be studied, the type of questions to be asked and what rules to be followed in 
interpreting the answers obtained (Collins, Kinzig, Grimm, Fagan, Hope, & 
Borer, 2000:19).  
 
A particular paradigm determines the scope of the necessary philosophical 
grounding of any given study because it subsumes the ontological, 
epistemological and methodological dimensions of a particular research effort 
(Denzin & Lincoln, 2003:33).  These dimensions help in defining the researcher's 
assumptions about the nature of reality and knowledge, as ontology is concerned 
with the search for the essence of reality or being and epistemology relates to the 
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sources, nature, possibility and limits of knowledge (Lemmer & Badenhorst, 
1997:99).  
 
While the ontological and the epistemological domains of research would be 
concerned with reality which is investigated and the status of the statements 
being made, the methodological dimension concerns the how – that is how the 
study should be planned, structured and executed in order to gain knowledge 
(Mouton & Marais, 1990:15).  Of the different ways of categorising research 
paradigms, in contemporary literature four broad paradigm categories are usually 
designated, namely positivist, post-positivist, constructivist and the critical 
research (Dison, 1998, p. 169).  Terre Blanche et al. (2006:6) indicate them as 
dimensions in the research paradigm.  They are elaborated upon by Hatch 
(2002:13), as shown in Table 3.1 below. 
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Table 3.1: Research paradigm 
Paradigm Ontology (Nature of reality) Epistemology (What can 
be known; relationship of 
known and known)  
Methodology (How 
knowledge is acquired)  
Products (Forms of knowledge 
produced)  
Positivist Reality is out there to be 
studied, captured and 
understood  
How the world is really 
ordered; knower is distinct 
from the known 
Experiments, quasi 
experiments, surveys, 
correlations studies  
Facts, theories, laws and 
predictions  
Post-positivist Reality exists but is never 
fully apprehended, only 
approximated 
Approximation of reality, 
researcher is data collection 
instrument  
Rigorously defined qualitative 
methods, frequency counts, 
low-level statistics  
Generalisations, descriptions, 
patterns, grounded theory  
Constructivist Multiple realities are 
constructed  
Knowledge as a human 
construction; researcher 
and participant construct 
understandings 
Naturalistic qualitative 
methods  
Case studies, narratives, 
interpretations, reconstructions  
Critical/ feminist  The apprehended world 
makes a material difference 
in terms of race, gender and 
class  
Knowledge as a human 
construction, researcher 
and participant construct 
understandings  
Naturalistic qualitative 
methods  
Case studies, narratives, 
interpretations, reconstructions  
 
Source: Adapted from Hatch (2002:13) 
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From the perspective of a constructivist paradigm, as indicated in Table 3.1, the 
ontological dimension accepts that reality is socially constructed through 
discourse.  Thus, the ontological perspective of the research acknowledges that 
perspectives of the individual exist as a result of subjective experience and 
socially constructed realities and that lived experiences should be taken seriously 
(Terre Blanche et al., 2006:6). 
 
From Table 3.1 above, it is clear that, as Terre Blanche et al. (2006:6) state, 
paradigms operate within certain dimensions.  These dimensions are ontological, 
epistemological and methodological.  Using a positivist paradigm, the reality is 
out there to be studied, captured and understood, and according to a post-
positivist paradigm, reality does exist but is never fully comprehended.  From the 
perspective of a constructivist paradigm, the ontological dimension accepts that 
reality is socially constructed through discourse.  Thus, the ontological 
perspective of the research acknowledges that perspectives of the individual exist 
as a result of subjective experience and socially constructed realities and that 
lived experiences should be taken seriously.  
 
It is evident that there is a difference in all these paradigms, but for the purpose 
of the study, the ontology and epistemological differences of positivism and 
nterpretivism are explained and illustrated in Table 3.2. 
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Table 3:2: Ontology and epistemological differences of positivism and interpretivism  
 
 Positivism  Interpretivism 
Ontology   
Nature of being / nature of the world Have direct access to real world No direct access to the real world 
Reality  Single external reality No single external reality 
Epistemology    
“Grounds of knowledge” / relationship between 
reality and research 
Possible to obtain secure objective knowledge Understood ‘perceived’ knowledge 
Research based on generalisation and abstraction Research focuses on the specific and concrete 
Governed by hypotheses and state theories Seeks to understand specific context 
Methodology    
Focus of research Concentrate on description and explanation Concentrates on understanding and interpretation  
Detached, external observer Researchers want to experience what they are 
studying 
Clear distinction between reason and feeling Allow feelings and reason to govern actions 
Aim to discover external reality rather than creating 
object of study  
Partially creates what is studied, the meaning of 
phenomena  
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Table 3.2 (continue): Ontology and epistemological differences of positivism and interpretivism  
 Positivism  Interpretivism 
Methodology    
Role of researcher Strive to use rational, consistent, verbal and logical 
approach 
Use of pre-understanding is important  
Seek to maintain clear distinction between fact and 
value judgment  
Distinction between facts and value judgments less 
clear 
Techniques used by researcher Distinction between science and personal 
experience 
Accept influence from both science and personal 
experience  
Formalised statistical and mathematical methods 
predominant 
Primarily non-quantitative 
 
Source: Adapted from Carson, Gilmore, Perry, and Gronhaug (2001) 
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The ontological dimension of the interpretive paradigm acknowledges that 
internal reality consists of the subjective experiences of individuals, and that lived 
experience should be taken seriously.  Using an interpretive paradigm, the 
epistemological dimension maintains that understanding is gained through 
interaction and empathetic listening.  The positivist paradigm considers that 
versions are constructed by the observer and have direct access to the world.  
This methodological dimension seen from the interpretive paradigm relies on the 
subjective relationship between the researcher and the participants, and the 
researcher wants to experience what he is studying.  In the positivist paradigm, 
the researcher’s methodology is deconstruction and includes analysis of 
discourse and text.  Using an interpretive paradigm, the epistemological 
dimension maintains that understanding is gained through interaction and 
empathetic listening and the constructivist paradigm considers that versions are 
constructed by the observer and there is a clear distinction between reason and 
feelings.  Therefore, the main aim of positivists is to discover external reality 
rather than creating the object of the study whereas the interpretivist creates what 
is being studied and wants to experience it. 
 
From the above-mentioned paradigmatic options, the interpretivist paradigm was 
deemed the most appropriate theoretical framework to guide this study since its 
main goal was to gain a full understanding of the teaching practices that enhance 
the inclusion of learners with diverse needs in AET institutions in the GED.  The 
reasons why I found it to be much more preferable in providing the context for 
this study are discussed below: 
 
Interpretive designs highlight the meaningfulness of human action and thinking.  
They advance a new interpretation on existing text.  In his research, Williams 
(1998:2) describes interpretivist research as primarily exploratory and descriptive 
in purpose, designed to discover what can be learned about the area of interest.  
Williams (1998:3) further states that the interpretivist researcher views the world 
as a socio-psychological construct where there are multiple realities forming an 
interconnected whole.  These multiple realities are constructed by human beings 
who experience a phenomenon of interest.  I adopted this stance in this study as 
I endeavoured to interpret the generative conceptions of inclusive practices within 
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the adult education context.  In view of the above, I chose qualitative research as 
the appropriate approach.  This approach is discussed next.  
 
3.4 A Qualitative Research Approach 
For Creswell (2007:3), “research approaches are plans and the procedures for 
research that span the steps from broad assumptions to detailed methods of data 
collection, analysis, and interpretation”.  The two main, seemingly contesting, 
approaches are quantitative and qualitative, not discrete entities which are 
antagonistic but rather representative of different ends on a research continuum.  
The researcher’s philosophical assumptions, personal experiences and the 
nature of the research problem determine the choice of a suitable approach for a 
research study. 
 
Table 3.3 illustrates the key characteristics of qualitative and quantitative 
approaches. 
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Table 3.3: Key characteristics of qualitative and quantitative approaches 
 
 Aspect  Qualitative approach Quantitative approach 
Aspiration  In-depth, holistic contextually sensitive understandings of 
phenomena  
Empirical generalisations across time and space  
Philosophical roots  Social constructivism, phenomenology, hermeneutics  Positivism and logical positivism, scientific empiricism 
and realism  
Inquiry approach  Entering real-world settings to observe, interact, and 
understand what emerges; naturalistic inquiry  
Specifying independent and dependent variables to test 
casual hypotheses: hypothetical-deductive inquiry  
Data collection  Qualitative data through fieldwork observations, participant 
observation and in-depth interviewing  
Quantitative data through valid and reliable surveys, 
tests and statistical indicators  
Researcher stance  Engaged, subjectivity acknowledged, value-laden, reflexive  Objective, independent, detached and value free  
Sampling strategy  Strategic case selection and purposeful sampling of rich 
information for in-depth study  
Random, probabilistic samples to achieve 
representativeness and high internal validity  
Data analysis  Looks for themes and patterns across case studies; theory 
emerges from cases  
Uses standardised instruments to measure central 
tendencies and variation statistically, test hypothesis  
Source: Patton (2015:91) 
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The qualitative approach was chosen for this study because it is an effective 
method of investigating human experiences.  It focuses on understanding the 
whole, which is quite consistent with the dynamic, unique and holistic nature of 
human beings and their actions.  
 
Denzin and Lincoln (1994:2) point out that qualitative research is multi-method in 
focus, involving an interpretive, naturalistic approach to its subject matter.  This 
means that qualitative researchers study things in their natural settings, 
attempting to make sense of, or to interpret phenomena in terms of the meaning 
people bring to them. 
 
According to Patton (1990:55), qualitative research uses a naturalistic approach 
that seeks to understand phenomena in context-specific settings.  This approach 
allows the study to be conducted in a natural setting, where the perceptions and 
experiences of the researcher and the researched could be taken into 
consideration for the purposes of understanding and describing the data.  The 
researcher here acts as the human instrument of data collection (Eisner, 
1991:36).  
 
Makoelle (2013:87) provides a helpful synthesis of prominent characteristics of 
qualitative research: 
 
• Data are collected directly from the natural setting, which allows first-hand 
information and details of the activities to emerge. 
• The interpersonal involvement between the researcher and those under 
study and their interpretation and meanings are of significance in 
elucidating the research objectives. 
• The different sources of data used are triangulated to give a holistic 
account of the research process. 
• The research process requires an inductive approach and, as the process 
is emergent, the qualitative research plan is mostly not tightly prescribed 
because of the dynamic nature of social reality. 
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• The interpretation of data is mostly reliant on what is seen, heard or 
understood (Creswell 2007:38–40).  The element of participation by those 
under study in action research makes such an inquiry more qualitative than 
quantitative  
 
Patton (1990:40) indicates that these characteristics are considered to be 
“interconnected” and “mutually reinforcing”.  The choice of qualitative approach 
seemed appropriate for this study as it would allow reality to be seen from the 
perspective of the research. 
 
Patton (1990:55) further provides the following reasons for using qualitative 
research where it is seen to be appropriate: 
 
• It is not based on the assumption that what is under study could best be 
described using quantifiable measures such as statistics or numerical 
methods.  
• It stresses the socially constructed nature of reality and the close 
relationship that the researcher has with the persons or objects studied. 
•  It focuses on meaning as constructed through the experiences of those 
under study – that is, the way research subjects interpret and make sense 
of the world out of their experiences. 
• It valorises the notion “Let those under study speak for themselves” as 
being of the utmost importance in order to accommodate the subjective 
aspect of the relevant social reality. 
• It is based on the belief that there is always a deeper description of the 
phenomenon under study, which is evident from the detailed data 
generated by most qualitative research projects.  
 
From the above-mentioned discussion it is clear that in qualitative research, the 
context is accepted in a naturalistic way, and the researcher is usually physically 
present.  The context is acknowledged as having an impact on the participants 
and on the data collected.  It holds the idea, in social science, that the meaning 
of human creations, words, actions and experiences can only be ascertained in 
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relation to the context in which they occur.  Personal and social contexts are 
included (Terre Blanche et al., 2001:275).   
 
In highlighting the value and essence of qualitative methodology, Terre Blanche 
et al. (2001:276) say the following: 
 
“The commitment to understanding human phenomenon in context, as they 
are lived, using context-derived terms and categories, is at the heart of 
interpretive research, and the development of methodologies for 
understanding human phenomenon ‘in context’ is arguably the central 
achievement of qualitative methodology.” 
  
Meaning depends on context and must be related to the position of perspectives 
of different participants.  The contexts of this research are both personal and 
social.  The personal views of teachers and adult learners are revealed through 
interviews.  Through focus group interviews, their social context is revealed.  
 
While the researcher used a qualitative approach in this study, it is also important 
to clarify the design adopted in this study as it had a profound influence on how 
the author viewed and conceptualised reality.  The following section explains the 
research design used in this study.  
 
3.5 A Participatory Action Research Design 
McMillan and Schumacher (2012:8) explain that research design describes the 
procedures on how to conduct research, including “when, from whom and under 
what conditions the data will be obtained”.  Mpya (2007:49) argues that research 
design also indicates how the research is set up, describing the methods to use 
to collect data and the procedure in general for conducting the study.  
 
According to Rossouw (2010:89), in research design, decisions must be made 
that include answers to questions such as the following: Which method or 
combination of methods is appropriate?  How will the data be arranged and 
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structured?  In what way will the data be interpreted?  How will the results of the 
research be presented?  Which style of presentation will be used?  
 
Burns and Grove (2003:195) define research design as “a blueprint for 
conducting a study with maximum control over factors that may interfere with the 
validity of the findings”.  It is the researcher’s overall plan for answering the 
research question or testing the research hypothesis.  Punch (2014:206) defines 
it as the overall plan for a piece of research, including four main ideas – the 
strategy, the conceptual framework, the question of who or what will be studied, 
and the tools to be used for collecting and analysing data. 
 
Based on these definitions, the researcher considered it as a plan that describes 
the sources and kinds of information related to the research problem and 
methods used to collect and analyse data.  Punch (2014:207) states that the 
research design must have the following key features: 
 
• A clear statement of the research problem  
• Methods to be utilised for collecting data  
• The participants involved  
• Techniques to be employed in processing and examining data  
 
The study assumed a PAR design.  PAR is an approach to research used by a 
group of practitioners to probe, critique and reflect on their practice to improve it 
(Makoelle 2012:83).  In this study a research group constituted teachers teaching 
in an AEC.  The action research stages proposed by Makoelle (2013:95) were 
followed.  They are planning (during which objectives for PAR were determined), 
observation (current practice observed), action (new practices put into action) 
and reflection (reflecting on PAR processes).  These phases are discussed in 
depth in subsection 3.5.2. 
 
During these stages a series of reflective meetings were held as part of data 
generation and a number of meetings were determined by the point at which 
theoretical saturation was reached.  
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In this study, the district of education itself (a site where implementation of IE 
occurs) was the natural context in which the investigation was rooted; thus, the 
underpinnings of the research design in this study were located in the ‘naturalistic 
paradigm’ (Durrheim, 1999:42).  This approach attempts to explain the reasons 
and meanings that lie behind the social action of the people living in the area 
where the research is taking place.  Naturalistic inquiry is a “non-manipulative, 
unobtrusive and non-controlling form of qualitative research that is open to 
whatever information emerges in the research setting” (Durrheim, 1999:48). 
 
3.5.1 Population and selection of participants  
The following discussion refers to the population and sampling of this study. 
 
3.5.1.1 Population 
A research study utilises a group of subjects selected from a particular target 
population; that is, a group of elements or cases, whether individuals, objects or 
events, that conform to specific criteria or to which one intends to generalise the 
results of the research (Dube, 2015:89).  He furthermore mentions that this group 
is also referred to as the ‘target population’ or ‘universe’, or the people about 
whom one wishes to learn something. 
 
The research target population was made up of all AET centres in GED and all 
AET teachers in this district.  There are four AET centres in the GED; however, 
in this study, a particular AET centre was purposefully selected as a research 
site.  In this study an AET centre, Khombindlela (pseudonym) AET Centre, was 
purposefully selected as a research site.  This centre was selected because it 
had all the characteristics of adult learning and teaching, and its teachers 
provided valuable input into the study. 
 
3.5.1.2 Selection of participants 
The objective of this research was to explore practices of teaching adult learners 
with diverse needs in AET institutions and to ascertain to what extent these 
institutions were inclusive.  It was therefore necessary to select a sample of 
teachers who had experience in teaching at the adult centre and who were willing 
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to participate in the study.  Makhado (2002:103) emphasises that it is important 
to select information-rich cases, as this will help the researcher to address the 
purpose of the research.  McMillan and Schumacher (2001:401) further 
recommend purposeful sampling because the samples that are chosen are likely 
to be knowledgeable and informative about the phenomena the researcher is 
investigating. 
 
In this study, purposive sampling strategies (sometimes referred to as ‘purposeful 
sampling’) were used, which means that the researcher selects particular 
elements from the population that will be representative of or informative about 
the topic.  This sampling technique was based on the researcher’s knowledge of 
the population and judgment was made about which cases should be selected to 
provide the best information to address the purpose of the research. 
 
Terre Blanche et al. (2006:49) further define purposeful sampling as sampling 
that depends not only on availability and willingness of the participants to 
participate, but one in which cases that are typical of the population are selected.  
This kind of sampling entails the identification and selection of individual 
participants or groups of people who are especially knowledgeable about or 
experienced with a phenomenon under study.  Taking into consideration the 
above-mentioned assumptions, sampling of teachers was based on work 
experience in the AET institutions.To be able to participate in this study the 
teachers needed at least three years of work experience, therefore the sampled 
six teachers were those who had over three years of teaching experience.  
Within the research site, at least six conveniently selected teachers teaching in a 
selected AEC were selected to form the research group.  A research group was 
constituted of six selected teachers teaching in a selected AEC.  These teachers 
were full-time teachers and were willing to participate in the study.  It was 
mentioned that only five teachers were needed for the study.  They all wanted to 
participate in the study.  They were all studying IE in seeking to improve their 
studies.  
 
One of the teachers passed away during the process of the research which 
brought the number to five, the number originally required for the study. 
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The following teachers participated in the study (for ethical purposes 
pseudonyms were used to refer to participants): 
 
Mr Malapane, head of department and 17 years’ experience; Ms Maluleke, 9  
years’ experience; Mr Sibanyoni, 8 years’ experience; Mr Mekwa, 5 years’  
experience; Ms Nkonyane, 10 years’ experience.  Ms Dlangamandla, with 5  
years’ experience, passed away during the study 
 
3.5.2 Instrumentation and data collection technique 
Qualitative researchers study participants’ perspectives with interactive 
strategies.  This requires close involvement between the researcher and the 
participants who affect one another through mutual interaction.  It is possible that 
there will be diverse perspectives on the phenomenon or variable studied.  The 
qualitative framework requires triangulation through the use of multiple methods 
of data collection.  This increases the reliability of findings. 
 
Qualitative studies typically use three main methods of data collection: 
observation, interviews, and reviewing of documents and records.  Research 
strategies are flexible, using various combinations of techniques to obtain valid 
data.  Combination of techniques allows for observation from as many angles as 
possible, which provides for enhanced validity.  Strategies include prolonged 
fieldwork, participant verbatim language, low inference descriptors, participant 
researcher and participant review (McMillan & Schumacher, 2001:407).  
Qualitative design validity also involves issues of ethics and feasibility because 
of the variety of designs, research questions and situations.  Terre Blanche et al. 
(2001:276) mention that qualitative researchers often reject ‘objective’ measures 
because social phenomena are context dependent; the meaning of whatever the 
researcher is investigating depends on the particular situation an individual is in. 
 
Mouton (2001:111) lists a number of methodological criteria that ought to be 
followed during the process of data collection.  These include suspension of 
personal prejudices and biases, systematic and accurate recording of the 
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observations, establishment of trust and rapport with the interviewee, and 
creating optimal conditions in terms of location or setting for the collection of the 
data. 
 
In this study data were collected using semi-structured interviews, participant 
observations, documentary analysis and focus group interviews during PAR. A 
detailed exposition of each phase of the PAR stages is presented below. 
Reflective meetings were held to discuss every PAR stage and minutes were 
kept.  The research group also kept research diaries (journals). 
 
Phase 1 – Planning: During this phase the research group determined the 
objectives for PAR. 
Phase 2 – Participant observation: Participant observation is qualitative and 
has its roots in traditional ethnographic research, whose objective is to help 
researchers learn the perspectives held by study populations.  
Patton (1990) explains that observation can lead to deeper understandings than 
interviews alone, because it provides knowledge of the context in which events 
occur, and may enable the researcher to see things that participants themselves 
are not aware of, or that they are unwilling to discuss.  
 
Participants observed one another during presentation of lessons.  A pre-planned 
observation schedule was drafted by the research group to evaluate current 
practices used to facilitate inclusive adult learning.  The observations were done 
as follows: first, there was baseline observation to identify inclusive practices 
currently used and for this a pre-planned observation schedule drawn using 
literature was adopted.   
 
A further observation to evaluate how they were used was done by means of a 
pre-planned observation schedule drawn from data collected from the baseline 
observations.  Two lessons per teacher were observed (a total of 10 
observations). The researcher then conducted semi-structured interviews with 
teachers based on observations to gather evidence on how observed practices 
could be developed to facilitate inclusive adult teaching and learning.  The 
interview guide was derived from the observation data.  ‘Semi-structured 
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interviewing’ is an overarching term used to describe a range of different forms 
of interviewing most commonly associated with qualitative research.  
 
Semi-structured interviews were used for the following reasons: firstly, the 
interviewer is free to probe and explore within the predetermined inquiry area.  
Secondly, such interviews help to overcome misunderstandings and 
misinterpretations of words or questions, and lastly, they offer a versatile way of 
collecting data (Welman & Kruger, 1999:163).  The major advantage of a semi-
structured interview is that the researcher can be in control of the interview 
process and can direct the focus of the interview; however, a semi-structured 
interview could limit the depth of information the participant is able to give, thus 
excluding important information. 
 
According to Robson (1996:229), the “rich and highly illuminating information” 
produced by qualitative research can be obtained through interviewing research 
participants in order to assess their beliefs, attitudes, values and knowledge 
surrounding the research topic.  Therefore, the defining characteristic of a semi-
structured interview is that it has a flexible and fluid structure, unlike a structured 
interview, which contains a structured sequence of questions to be asked in the 
same way of all interviewees.  The structure of a semi-structured interview is 
usually organised around an aide-memoire or interview guide.  This contains 
topics, themes, or areas to be covered during the course of the interview, rather 
than a sequenced script of standardised questions.  
 
The aim is usually to ensure flexibility in how and in what sequence questions are 
asked, and in whether and how particular areas might be followed up and 
developed with different interviewees.  This is so that the interview can be shaped 
by the interviewee's own understandings as well as the researcher's interests, 
and unexpected. 
 
Phase 3 – Action: Based on evidence from observations and interview data, the 
research group identified practices that have the potential to facilitate inclusive 
teaching and learning in an AET classroom context.  The group adopted the 
practices in facilitating learning over three months during which reflective 
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meetings were held once a week to review their usefulness in facilitating teaching 
and learning.  Concomitantly, documentary analysis of adult learner performance 
was reviewed by analysing mark schedules in different subjects.  Document 
analysis is a process of scrutinising the official documents of an institution to 
gather detailed data on the practices of the institution.  
 
Such documents could be public documents, policies, minutes, plans and diaries.  
In this study a close analysis was done of learners’ records, such as schedules 
and books, to determine the extent of learning. 
 
Focus group interviews were conducted with adult learners from the participating 
classes to determine their perspective on practices adopted to facilitate teaching 
and learning.  As noted by Cargan (2007:110), focus group discussions “are an 
efficient and economical way to collect data from several people at the same 
time”.  The flexibility of group dynamics encourages participation and one 
person’s comments may stimulate ideas in others.  Kitzinger (2005:1) indicates 
that focus groups are group discussions organised to explore a particular set of 
issues.  The group is focused in the sense that it involves some kind of collective 
activity.  Based on these definitions, focus group interviews were used to explore 
the opinions, perceptions and views of the participants without putting any 
pressure on them.  In this study these interviews were used because they are 
known to stimulate high levels of involvement among participants when there is 
a need to generate ideas from the individuals in a collective.  Ten learners were 
selected randomly from participating classes to analyse their perspectives about 
old and new practices.  The focus group interview items were generated from the 
observation and interview data.  
 
Phase 4 – Reflection: The research group reflected on PAR processes, made 
interpretations and drew conclusions. 
 
3.5.3 Data analysis and interpretation 
Data analysis is the process that enables the researcher to make sense of the 
data by consolidating, reducing and interpreting what research would have said 
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and what the researcher would have observed and recorded (Merriam, 2009).  A 
thorough analysis of research data would bring a clear understanding of the 
issues arising from these data. According to Nienaber (2008), during this process, 
data are inspected to determine relationships among constructs, concepts or 
variables.  Accordingly, the major objective in analysing qualitative research data 
is to identify any clear patterns, trends or themes in the collected data.  
 
The aim of data analysis is to transform information or data into an answer to the 
original research question.  Qualitative data analysis is primarily an inductive  
process of organising the data into categories and identifying patterns  
(relationships) among the categories, most of which emerge from the data  
(McMillan & Schumacher, 2001:461). The type of data analysis should match  
the research paradigm and data should answer the research question (Terre  
Blanche et al., 2006:52).  An analytical style may be structured or emerge as  
intuitive but a commonality is that most qualitative researchers employ an  
interpretive and subjective style (McMillan & Schumacher, 2001:461). The  
systematic process involves selection, categorisation, comparison, synthesis and  
interpretation to provide explanations about the single phenomenon of interest 
(McMillan & Schumacher, 2001:462). In this research, the phenomenon of  
interest was those teaching practices that enhance inclusive teaching in AET  
institutions. 
 
Thomas (2003:3) highlights the following underlying assumptions of the inductive 
approach: 
 
• Data analysis is determined by both the research objectives (deductive) 
and multiple readings and interpretations of the raw data (inductive).  Thus, 
the findings are derived from both the research objectives outlined by the 
researcher(s) and findings arising directly from the analysis of the raw 
data. 
• The primary mode of analysis is the development of categories from the 
raw data into a model or framework that captures key themes and 
processes judged to be important by the researcher.  
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The above-mentioned resonates with Mouton’s (2001:111) assertion that the aim 
of data analysis is to understand the components of data and determine the 
relationship between variables, patterns and themes.  In this study, to arrange 
data in an analysable form, a spreadsheet with columns for each set of data were 
used to synthesise data.  Then a systematic analysis process was done. 
 
As indicated earlier (see 1.6), the following steps formed the basis of the process 
analysis (Terre Blanche et al., 2006:276): 
 
• Step 1 – Familiarisation and immersion 
Have preliminary understanding of the meaning of the data and then take all 
the material and immerse in it – this time working with texts rather than with 
lived reality. 
• Step 2 – Inducing themes 
Look at the material and try to work out what the organising principles are that 
‘naturally’ underlie the material. 
• Step 3 – Coding 
Break up the data in analytically relevant ways.  This entails marking different 
sections of the data as being instances of, or relevant to, one or more of the 
themes. 
• Step 4 – Elaboration 
The purpose of elaboration is to capture the finer nuances of meaning not 
captured by the original, possibly quite crude, coding system. 
• Step 5 – Interpretation and checking 
The final step takes place when interpretation is put together.  This is a written 
account of the phenomenon studied, most probably using thematic categories 
from the analysis as subheadings. 
 
Group interpretive analysis entails a method of data analysis that seeks to 
establish a coherent and inclusive account of a practice from the point of view of 
those being researched (Makoelle, 2013:111).   
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In this study, the data were interpreted in stages as the research progressed.  
Group interpretive meetings were held after each phase.  The meetings took the 
form of a discussion and the minutes of all the meetings were taken by the 
secretary of the volunteer research committee and afterwards verified by all other 
members to check whether they were a true reflection of the deliberations.  The 
interpretive discussions were chaired by an elected chairperson of the meeting.  
 
The discussions were facilitated by asking questions to stimulate discussion.  The 
data were first read to the group, themes determined, extracts (quotations) 
assigned to the themes, and then interpretations were derived.  In order to ensure 
that the entire research project would be credible, attention was paid at all stages 
to the issue of trustworthiness in qualitative research. 
 
3.6 Trustworthiness 
Interpretive research theorists have generated new language and concepts that 
best capture the way the issues of rigour and quality are addressed in qualitative 
research (Patton, 2015).  To that end, the concept of trustworthiness has 
emerged as the most important and overarching idea.  
 
Lincoln and Guba (1985:279) define trustworthiness in qualitative research as 
follows: 
 
“The basic issue in relation to trustworthiness is simple: How can an inquirer 
persuade his or her audience (including self) that the findings of an inquiry 
are worth paying attention to, worth taking account of, what arguments can 
be mounted, what criteria invoked, what questions asked, that would be 
persuasive on this issue?” 
 
The process of achieving research trustworthiness also requires one to employ 
the principles of credibility, transferability, dependability, conformability and 
authenticity (Shenton, 2004:63).  These principles are discussed below. 
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• Credibility  
Credibility involves a determination of whether the results of qualitative 
research are believable from the point of view of the participants in the 
research process being carried out (Trochim, 2006).  In this research study, 
credibility was addressed through employing the different data collection 
methods, namely observation, focus group discussion and interviews.  
Triangulation was achieved through the different methods, participants and 
sites.  By using different methods, the aim was to compensate for the individual 
limitations and to exploit their respective strengths (Shenton, 2004:64).  
• Transferability  
In qualitative research, the concept of transferability refers to the degree to 
which the results can be generalised or transferred to other contexts or 
settings that may be problematic (Shenton, 2004:69).  It is achieved by 
providing thick descriptions to readers on research contexts, processes, 
participants and researcher participant relationships.  In this study, the aspect 
of transferability was taken care of by way of providing detailed descriptions 
of the research delimitation, participants, data collection methods and 
research results.  That way the researcher was confident that the ultimate 
research findings could be applied to similar contexts and that in a similar 
context, judgement would have to be determined by the participants in other 
centres. 
• Dependability  
Shenton (2004:71) states that dependability refers to the ability of a research 
study to account for the ever-changing context within which the research 
occurs.  According to Shenton (2004), the core issue is that the way in which 
a study is conducted should be consistent across time, researchers, and 
analysis techniques.  To accomplish dependability, I used overlapping 
methods to collect data, namely observation, focus group discussion and 
interviews.  
• Conformability  
“Conformability means that the data and the interpretation are not figments 
of the researcher’s imagination” (Mertens, 2005:257), and that “findings 
should represent, as far as is (humanly) possible, the situation being 
researched rather than the beliefs, pet theories, or biases of the researcher” 
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(Gasson, 2004:93).  In order to verify conformability, one can easily track the 
qualitative data back to its original source from participants’ responses – in 
this study, to interview questions, focus group discussions and observations 
recorded verbatim.  
• Authenticity  
Authenticity refers to the true descriptions of people, events and places 
(Mahlo, 2011:99).  The data collection strategies used in the research study 
were carefully chosen in such a way that the actual perceptions and 
experiences of the participants could be revealed.  In order to accomplish 
authenticity, I presented participants’ responses to interview questions and 
focus group discussions verbatim.  
 
The quality and amount of data that were gathered clearly demonstrated that the 
employed strategies yielded the intended results.  The data gathering strategies 
that were used created a context in which the participants could freely air their 
views and opinions with regards to the issues that were under consideration.  
In order to achieve the demands of trustworthiness in this study, I, as the 
researcher, made sure that I was balanced and fair in handling all the research 
tasks that were carried out and that I took into account all the multiple ontological 
perspectives of the participants.  The gathered data were also read over and over 
in order to ascertain whether the captured constructs, explanations, categories 
and interpretations that were generated made sense and truly reflected the 
nature of the phenomenon that was being studied.  
 
3.7 Conclusion 
This chapter discussed the research methodology to clarify the reasons the 
qualitative research design was deemed the most appropriate approach in 
executing all the research processes involved.  It was highlighted that the main 
intention of carrying out this study was to gain an in-depth, integrated and holistic 
understanding of the teaching practices that promote the inclusion of adult 
learners with diverse needs in AET institutions in the GED.  To achieve this, the 
qualitative research alternative would be the most suitable approach.  
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The next chapter deals with the analysis and discussion of research findings from 
PAR.
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CHAPTER 4: PARTICIPATORY ACTION RESEARCH 
AND THE DATA COLLECTION PROCESS 
 
4.1 Introduction 
This chapter explains how PAR was carried out in this study.  The different stages 
of PAR, the sub-phases in each stage and the data collection methods are 
discussed.  Thereafter, the data within each stage of the PAR process are 
presented to give an overview of the PAR process.  All of the data that are 
discussed within each stage are supported by quotations from responses by the 
participants. 
 
4.2 The Outline of the Chapter 
The figure presented below outlines the logical flow of Chapter 4. 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 4.1: Outline of Chapter 4
CHAPTER 4: PARTICIPATORY ACTION RESEARCH AND THE DATA 
COLLECTION PROCESS 
The logical flow of the chapter is as follows: 
4.1 Introduction 
4.2 The outline of the chapter 
4.3 Participatory action research  
4.3.1 Stage 1: The planning stage (Preparation stage) 
4.3.1.1 Phase 1 
4.3.1.2 Phase 2 
4.3.2 Observation stage 
4.3.2.1 Phase 1: Participatory observation 
4.3.2.2 Phase 2: Observation of inclusive practices 
4.3.2.3 Phase 3: Semi-structured interviews with teachers 
4.4 Action 
4.5 Reflection 
4.6 Conclusion 
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4.3 Participatory Action Research  
The process of PAR was conducted in four stages, which are described in Figure 
4.2 below.  Each stage consisted of phases, for example, the planning stage – 
phases 1 and 2; the observation stage – phases 1 and 2; the action stage – phase 
3 and the reflection stage – phase 4. 
 
 
Figure 4.2: Stages of participatory action research 
 
The above-mentioned four stages of the PAR process are discussed below. 
 
4.3.1 Stage 1: The planning stage (Preparation stage) 
The planning stage consisted of two phases, Phase 1 and Phase 2, which are 
discussed below. 
 
4.3.1.1 Phase 1 
During Phase 1 of the planning stage, the following activities took place: 
permission was requested and granted for me as a researcher to have access to 
the centre.  Thereafter, the research team was elected, followed by the 
discussion of ethical matters, and lastly, my role as a researcher was clarified. 
Firstly, permission to carry out the research was requested from the Gauteng 
DoE in writing (see Appendix A) accompanied by an ethics clearance as proof 
that the university had approved the research proposal.  Three weeks later, a 
positive response was sent to me telephonically.  This permission was granted 
subject to the following conditions:
Planning 
Observation 
Action 
Reflection 
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• Participation by both teachers and learners in this research should be 
voluntary. 
• The research should not interfere with normal teaching time. 
• A copy of the findings would be presented to the DoE. 
• The researcher would agree in writing to accepting the conditions  
 
After permission was granted by the Gauteng DoE, I sent the letter to the District 
Director of the GED, where the research would be conducted.  She 
acknowledged the receipt of the letter telephonically and indicated that she 
needed more clarity on the research.  She was impressed that research would 
be conducted at the AET centres because in the past researchers had always 
focused on the mainstream secondary and primary schools.  
 
The District Director formally responded after two weeks in the form of a letter 
and then forwarded the same letter to the Centre manager where the research 
was to be conducted (Appendix B). 
 
Thereafter I visited the Centre manager to request permission to use the centre 
and the teachers.  A letter from the Gauteng DoE and the one from the District 
office were presented to him.  I also submitted my letter to request permission 
formally (Appendix C).  The objective of the research was explained to him in 
response to the following questions that he asked: 
 
• What is the main purpose of the research? 
• Why did I choose this Centre to conduct the research? 
• When is the research going to be conducted? 
• Is the research going to disrupt classes? 
• Which teachers and learners are going to participate in the study? 
• Are the results of the study going to have an effect on the Centre? 
• How long will the study take? 
• Will I keep on updating him during the course of the study? 
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I responded to the above-mentioned questions and he then gave me permission 
to use his Centre and teachers on condition that I share with him the findings and 
recommendation after the study has been concluded.  A staff meeting was held 
a week later.  At the meeting, the Centre manager requested that I visit the centre 
and present the research proposal to the whole staff and explain to them how the 
study would be conducted as well as the duration of the study.  Teachers showed 
interest in the study and were very excited after the presentation because such a 
study had never been conducted at the centre and no one had ever shown any 
interest in the improvement of inclusion of adult students into learning.  They felt 
that it will bring about an improvement in the conditions of the centre.  Sixteen 
teachers volunteered to participate in the study but I emphasised that only five 
participants were required for the study.  It was difficult for them not to be part of 
the study but they understood and six of them remained although only five 
participants were required.  These six teachers requested to be involved in the 
study because they were currently studying IE to further their qualifications.  It 
was then agreed that these six teachers would form a research team who would 
all actively participate in the study. 
 
The profiles of the research team at the time of the research were as follows (for 
the sake of confidentiality pseudonyms are used): 
 
Mr Malapane 
Mr Malapane is an experienced teacher who had been in the AET sector for 17 
years.  He was 48 years old and was one of the first teachers who started 
teaching at this centre.  He was a supervisor (head of department) and at the 
time was teaching Ancillary Health Care Level 4, English First Additional 
Language Level 4 and Grade 12, and Life Sciences Grade 12.  His highest 
qualification was an ABET diploma.  He was studying IE and was enrolled with 
the University of South Africa (UNISA). 
 
Ms Maluleke 
Ms Maluleke was 49 years old and had been teaching in the AET sector for nine 
years.  She is a qualified AET teacher and was teaching Xitsonga (language) 
Grade 12 and Level 4, and Agricultural Science Grade 12 at the time of the 
 CHAPTER 4: PARTICIPATORY ACTION RESEARCH AND THE DATA COLLECTION PROCESS 
111 
research.  Her qualifications were BA, PGCE and an ABET certificate.  She was 
also pursuing her studies in IE and was in her final year as a student at UNISA.  
She is passionate about IE and was a member of the Centre-Based Support 
Team (CBST), which is a team that supports learners with special educational 
needs.  
 
Mr Sibanyoni 
Mr Sibanyoni had been at the AET Centre for eight years at the time of the 
research he was 38 years old and was teaching Physical Science and 
Mathematics Level 4 and Grade 12.  He is a fully qualified AET teacher who is in 
possession of ABET Diploma.  He was enrolled with the University of 
Johannesburg and was studying IE.  He was also a member of the CBST. 
 
Mr Mekwa 
Mr Mekwa had been a teacher in the mainstream for five years.  He is a qualified 
AET teacher and was employed at the AET Centre at the time of the research.  
He was 36 years old and held a diploma in ABET.  He was teaching IsiXhosa 
Grade 12 and Level 4 and Business Studies Grade 12.  He had been teaching at 
this institution for five years.  He was pursuing his studies in IE and was registered 
with UNISA. 
 
Ms Nkonyane 
Ms Nkonyane is a qualified AET teacher and at the time of the research had been 
teaching for 10 years in this institution.  She was 41 years old and was teaching 
Life Orientation and IsiZulu Level 4.  Her qualification is an ABET diploma and 
she was studying IE with UNISA.  She expected to complete it in the year of the 
research.  She was also a member of the CBST. 
 
Ms Dlangamandla 
Ms Dlangamandla was 32 years old at the time of the research and had been 
teaching at the institution for five years.  She was teaching IsiZulu Grade 12 and 
Life Orientation Level 4.  Her qualification was an ABET diploma and Ace in Life 
Orientation.  She is a dedicated teacher and had been appointed to be a chief 
invigilator for the examinations in this institution.   
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Ms Dlangamandla was also a coordinator of CBST and has a passion for 
supporting learners with special educational needs.  She was studying IE and 
was enrolled with UNISA. 
 
The Researcher’s profile 
The researcher is currently a subject education specialist in IE in the GED.  She 
was a mainstream teacher for 10 years where she taught Biology, Afrikaans, 
Guidance and Life Orientation, and then became head of department for Life 
Orientation, a position she held for 15 years.  She was subsequently promoted 
to the position of deputy principal for five years, after which she became school 
principal for a year. She then moved to the District office to become a subject 
education specialist for adult centres. Her qualifications include a Senior 
Teacher’s Diploma, Bachelor of Arts, Bachelor of Education, and Master’s degree 
in Education.  
 
As a subject education specialist, she specialised in Adult Centres.  For 30 years 
she had been working at schools and had no prior experience of working in AET 
centres.  She was interested in embarking on this study in order to gain a deeper 
understanding of the functioning and operations of the AET centres.  
 
During her support and monitoring visits to the centres she realised that the 
teachers and learners in the centres were different from those in the mainstream 
schools in the sense that most of the teachers were not qualified and the learners 
were adult learners who came to attend classes as they pleased.  Some teachers 
did not attend classes and there seemed to be no disciplinary action taken against 
them.  All these matters prompted the researcher to conduct this study in the AET 
centres. 
 
After the research team was formed, a meeting was scheduled with the six 
participant teachers who were now part of the research team.  During the 
meeting, the researcher outlined the rationale for conducting the study and also 
made the research team aware of their roles and responsibilities.  She mentioned 
that they are part of the research team and need to participate and contribute to 
the study and that it would be advisable that they be committed until at the end 
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of the research.  She further explained her role in the study, that she was part of 
the group of participants and that they should disregard the fact that she is a 
district official, as they were all equals in the study.  We elected a chairperson, 
Mr Malapane, who would chair the meetings, and a secretary, Ms Dlangamandla, 
who took minutes during our meetings.  The chairperson assumed his role in 
chairing the meeting.  A research management plan was drawn up by the whole 
team (see Appendix G). 
 
The team made sure that the times allocated for the study were convenient for 
all participants and did not interfere with the Centre’s timetable.  It was agreed 
that some of the meetings would be held in the mornings and some in the 
evenings, depending on their availability. The researcher explained the ethical 
aspect of the study and made sure that they understood it.  They then all signed 
the ethical consent forms (see Appendix D).  The researcher stressed the fact 
that participating in the study was voluntary and that anyone who felt like 
withdrawing from the study could do so.  They should be free to participate as all 
the information would be treated with confidentiality. 
 
The team felt that a workshop was needed for them to know exactly what was 
required of them in the study.  They needed to have a shared understanding of 
concepts and processes which were used in the study.  It was then agreed that 
a workshop should be conducted based on the concepts of IE, inclusive teaching, 
inclusive practices, and inclusive classrooms.  One of the teachers volunteered 
to do a presentation on the study of IE, which enhanced the knowledge of the 
research team.  The extract below is evidence of the teacher’s request to do the 
presentation. 
 
Mr Malapane:  
“Can I please prepare the presentation on this topic, inclusive 
education; I am studying it and I have just passed it with flying colours.  
I will type the presentation and provide the team with the documents.  
Please allow me to do it.” 
 
 CHAPTER 4: PARTICIPATORY ACTION RESEARCH AND THE DATA COLLECTION PROCESS 
114 
Other team members felt hesitant because I was the initiator of the project and 
thought that I was the one who was supposed to do the workshop, as shown in 
the following quotes. 
 
Ms Dlangamandla:  
“Why don’t we let Ms Ngwenya to do it and then thereafter you will 
present other concepts during the course of the study?” 
 
Mr Mekwa:  
“Yes please, let her conduct it since it is the first workshop so that we 
can get direction.” 
 
The team debated whether I should do the presentation instead of Mr Malapane.  
Finally, we agreed that Mr Malapane would present and the other team members 
requested me to assist and guide him in his presentation.  He was well prepared 
and the presentation went well.  He even gave us handouts of the presentation 
and team members asked whether it was possible for IE to be implemented in 
the AET centre (see Appendix H).  They also asked whether teaching different 
groups of learners in the same class was not inclusion. 
 
Ms Nkonyane requested that all questions that were based on the presentation 
should be answered after the study had been completed.  All of us responded 
positively to this request. 
 
During the meeting the researcher was given the opportunity to explain the 
background and aim of the study; that it was to explore teaching practices that 
may enhance inclusive teaching to adult learners with diverse needs in AET 
institutions in the GED in order to develop a conceptual framework for inclusive 
teaching in AET institutions. The research group believed they could also benefit 
from the study, so they felt that this was important for them as well. 
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Thereafter the researcher explained that the objectives of this study were the 
following: 
 
• To determine how teachers in the GED conceptualise inclusive teaching 
within adult education context; 
• To explore challenges of teaching inclusively in AET institutions; 
• To develop guidelines or conceptual framework on how inclusive teaching 
could be improved in AET institutions. 
 
These above-mentioned objectives gave rise to the following questions: 
 
• How do teachers in the GED conceptualise inclusive teaching within an 
adult education context? 
• Which challenges do teachers in AET institutions experience in teaching 
in an inclusive way? 
• How can inclusive teaching be improved in AET institutions? 
 
The team agreed on these questions and said that there was no need to change 
them as they were relevant to the study.  They were very excited and wanted to 
start with the research as soon as possible.  For example, one of the teachers, 
Mr Malapane, in agreeing on the objectives the researcher had stated, and 
showing willingness to proceed with the project, commented: 
 
“I can’t wait to start with this research.  I really needed this.  I have 
studied inclusive education but I have no clue as to how to implement 
it.” 
 
Ms Maluleke echoed the same sentiments as Mr Malapane and requested that 
we commence with the study as soon as possible, and emphasised that she could 
not wait any longer to participate in the research. 
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4.3.1.2 Phase 2 
During Phase 2 of the planning stage, the conceptualisation and definitions of 
concepts were discussed.  During the process of brainstorming on the concepts 
of IE, inclusive teaching and inclusive classes it became clear that most of the 
team members did not really understand the meaning thereof.  The following 
comments made by the teachers confirm this: 
 
Mr Sibanyoni: 
“I am now confused, I thought I understood these concepts after Mr 
Malapane’s presentation.  Is it possible for us to have another 
presentation by another person?” 
 
Mr Mekwa:  
“Not that we are undermining your presentation, Mr Malapane; it was 
a very good presentation.  It is only that I am now getting confused 
after the discussion.” 
 
It was evident from the above comments that the team members did not 
understand the concept of inclusive education. Mr Malapane then requested that 
the researcher assists the team by further elaborating and providing more 
information on what he presented. All the team members agreed, and the 
researcher took over the presentation.  
 
After the presentation hand outs were provided to the team and the following 
concepts were discussed: 
 
a. Inclusive education  
b. Inclusive teaching  
c. Inclusive practices 
d. The inclusive classroom 
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a. Inclusive education 
After the presentation, the team members presented different definitions of IE.  In 
conceptualising IE most of them emphasised that IE is about acknowledging that 
all can learn and that all need support.  This is evident from the following 
definitions that came from the teachers (all quotations are reproduced verbatim 
and unedited): 
 
Ms Dlangamandla:  
“Inclusive education means that everybody can learn regardless of 
age and race.” 
 
Ms Nkonyane:  
“[It is] about empowering even the old people because they have the 
ability to learn.  It is only that they did not have the opportunity of going 
to school.” 
 
Mr Malapane:  
“Inclusive education includes all learners; whether old or young, all 
need to be educated and supported.” 
 
There are some teachers who felt that teaching adults is very difficult and that it 
is vastly different from teaching the young ones.  Mr Maluleke stated that adults 
take time to understand, so it is impossible to teach them with the young ones in 
the same class.  
 
Mr Sibanyoni supported Mr Maluleke’s statement by saying that these old adult 
learners waste time for the young adult learners who become bored when 
teachers keep on repeating for the old ones.  He strongly emphasised that 
different classes should be offered for different ages so that teachers may not 
retard the progress of other learners. 
 
Some teachers objected to these comments and they felt that, as suggested by 
Mr Malapane, if these adult learners were separated then it would be evident that 
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they do not concur with the concept of IE.Ms Nkonyane stressed that they must 
all be in the same class.  
 
Finally, they all agreed that learners must not be separated; that all learners need 
to be taught in the same class if IE were to be implemented. 
 
The other definition that brought much discussion was that inclusion is about 
recognising and respecting the differences among all learners and building on 
the similarities.  
 
Some of the teachers felt that it was impossible to recognise the differences 
among all learners in view of the fact that they have so many learners in their 
classes.  
 
Ms Maluleke responded that she had 64 learners in her class and wanted to know 
how she could be expected to know each and every one of them.  She said that 
it was totally impossible to know all of them.  Others also responded in the same 
way as Ms Maluleke.  One of the comments confirming this issue is the following: 
 
Mr Sibanyoni:  
“I have seven classes, and each has no less than 60 learners.  It is 
impossible to know all of them.  I only know the active ones and the 
naughty ones.” 
 
In response to the above comments, there were teachers who believed that 
regardless of the number of learners, recognising and respecting learners’ 
difference was very important.  Mr Malapane indicated that even if they have big 
classes or not, it is their duty as teachers to know all their learners; they as 
teachers must understand every one of these learners and support them.  He 
further mentioned that it is the duty of every teacher to do his or her job. 
 
Based on the analysis of responses by teachers above, their understanding of IE 
can be summarised as follows: 
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• Acknowledgement: All learners, regardless of their age, must be 
acknowledged as being able to learn.  They also need to be supported. 
• Differences: The differences among all learners are respected and 
recognised. 
• Similarities: Similarities among all learners must be enhanced. 
 
b. Inclusive teaching 
We had many discussions on the concepts of inclusive teaching and the teachers 
came up with different opinions regarding this concept.  They emphasised that in 
inclusive teaching all learners must be accommodated in one class so that the 
learners who have challenges must be taken into consideration when planning 
the lessons.  They also emphasised that even the method of teaching must be 
accommodative.  The following quotations highlight these views: 
 
Mr Malapane:  
“In inclusive teaching one must accommodate all the learners in your 
class and when you plan your lessons you must take it into 
consideration even those learners who have challenges, they must be 
accommodated.” 
 
Ms Maluleke:  
“Even our method of teaching must accommodate all of them.” 
 
Ms Sibanyoni:  
“We must not forget that we have both old and young learners; that is 
why we must be careful when we plan and present our lessons.” 
 
Some teachers felt that learners must be separated, with younger ones in one 
class and older ones in a separate class, as indicated by the excerpts below. 
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Ms Nkonyane:  
“It is very difficult to teach both old and young learners in one class, it 
is very difficult.  The old ones take a lot of time in grasping what is 
being taught.  We really need to separate them.” 
 
Mr Mekwa:  
“The younger learners are bored when you keep on repeating and 
emphasising your lesson for the sake of the older ones.  I strongly feel 
and believe that they must be separated.” 
 
After much deliberation on this issue the whole team agreed that inclusive 
teaching encompassed the following features: 
 
• Accommodation: All learners must be accommodated and their needs 
must be met. 
• Non-discrimination: No learner must be excluded, either accidentally or 
intentionally, from opportunities to learn. 
• Lesson: The lesson plans must accommodate both young and old and 
their social, emotional and physical needs must be taken into 
consideration. 
• Inclusive teaching methodology: The teaching methods and teaching 
styles must be suitable for both learners.  
• Participatory learning: All learners must participate and be actively 
involved; that is, they must all take part in learning. 
• Meaningful learning: Learning must be more meaningful to all learners. 
• Learner-centredness: Learners must be encouraged, through teaching, 
to contribute to their own learning. 
• Inclusive pedagogical choices: Teachers require knowledge and the 
skills to inform the decisions they make about their practices. 
 
It became evident that we all agreed on the notion that for the learners to 
participate fully, teachers must be fully prepared and the lesson must be 
interesting.  Mr Malapane and Mr Sibanyoni emphasised this view as follows: 
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Mr Malapane:  
“We need to thoroughly prepare our lessons so that the learners can 
participate in class.  No lesson plan, no participation.” 
 
Mr Sibanyoni:  
“We cannot expect learners to participate if we do not plan our 
lessons.”  
 
After having discussed inclusive teaching, the team deliberated on the concept 
of inclusive practices. 
 
c. Inclusive practices 
The participants defined inclusive practices in different ways.  There were those 
who felt that inclusive practice and inclusive teaching were the same thing and 
those that felt that they were not the same.  The following comments come from 
those who indicated that the concepts should not be separated: 
 
Mr Malapane:  
“There is no way that we can separate inclusive teaching and inclusive 
practice.  To teach is to practise.  What we are doing in class is that 
we are practising our profession.  So, we cannot separate the two 
concepts.” 
 
Ms Nkonyane:  
“Indeed, that’s the truth.  We cannot separate the two activities, 
teaching and practices.  It is one and the same thing.” 
 
There are those who felt strongly that the two concepts were not the same.  They 
defined inclusive practices as “an approach to teaching that recognises the 
diversity of students, enabling all students to access course content, fully 
participate in learning activities and demonstrate their knowledge and strengths 
at assessment.” 
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According to them, practices are approaches which may include other non-
teaching activities as the definition indicates, and not that they are the same as 
teaching.  This view was emphasised and echoed as follows: 
 
Ms Nkonyane:  
“We need to have the appropriate approach when we teach, and that 
approach is called a practice.  We cannot just go to class, especially 
this diverse classes, without having the right beliefs, values and 
attitudes.” 
 
Mr Sibanyoni:  
“The key challenge facing us as educators who wish to become more 
inclusive in our practice is how to respect as well as to respond to 
human differences in ways that include learners in, rather than exclude 
them from, what is ordinarily available in the daily life of the classroom.  
Therefore, practices are not teaching at all.” 
 
The following definition, as articulated by the team, showed that they had come 
to a common understanding of inclusive practice: 
  
“Inclusive practice is an emergent process: rather than offering an 
alternative to existing habits, it builds on existing best practice and develops 
different action that eventually transforms culture.  It is vital that inclusive 
practice is not understood as a tool to ‘mainstream’ the difficult or the 
needy.”  
 
Mention was also made that teachers must work together and have good 
relationships in the process of curriculum delivery: 
 
“Yes, we must work together, we must have good relationships so that 
our learners can learn good values and morals, and above all respect.” 
“Our learners must see that we are united as educators; we must work 
together.  We must stop arguing and fighting in front of our learners.” 
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The analysis of this definition generated by the teachers was that inclusive 
practice as a concept in their understanding was built on the following features: 
 
• Recognition of diversity: Inclusive practice is an approach that enables 
all learners to have an access to course content. 
• Participation: During the practice all learners must be given an 
opportunity to participate fully in the learning activities. 
• Assessment: All learners must demonstrate their knowledge and strength 
when they are assessed. 
• Non-teaching activities: During the practices the teachers must impart 
good values, beliefs and attitude to the learners.  It is not only about 
imparting knowledge of the subject matter. 
• Collaboration: Teachers must work together and respect one another.  
They must have a good relationship. 
 
After the whole discussion the team members agreed that the concepts must be 
separated.  Then they dealt with the concept of inclusive classrooms. 
 
d. Inclusive classrooms 
The last concept that was discussed by the group was inclusive classrooms.  The 
team agreed that teaching cannot take place in a vacuum but must occur within 
the classroom environment.  For example, in emphasising the importance of the 
classroom environment, Ms Maluleke had this to say: 
 
“There is no way that we can leave out the classroom and not mention 
it because that is where the actual activities take place.  Teaching does 
not take place in a vacuum but inside the classroom.” 
 
Ms Nkonyane also expressed the same sentiments: 
 
“Indeed, we can discuss all the concepts, like inclusive education, 
inclusive practices, inclusive teaching, but if we don’t mention anything 
about teaching, then we have not done anything.  The classroom 
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needs to be mentioned because that is where actual action takes 
place.” 
 
We all agreed that inclusive classrooms are places where all learners are integral 
members of the class, feel a connection to their peers, have access to rigorous 
and meaningful general education curricula and receive the collaborative support 
to succeed.  The emphasis was on all learners and not some learners; on the 
notion that they are all part of the members of the class.  The team agreed that it 
is the responsibility of the teacher to promote and facilitate this process.   
 
Mr Malapane commented on this issue as follows: 
  
“An educator committed to inclusive pedagogy must accept primary 
responsibility for the learning of all the learners in the class.” 
 
The following definition was also discussed: 
 
An inclusive classroom is a general education classroom in which 
students, both with and without disabilities, learn together.  It is 
essentially the opposite of a special education classroom, where 
students with disabilities learn with only other students with disabilities. 
 
Some of the teachers felt that inclusive classrooms are classrooms in which 
teachers and learners work together to create and sustain an environment in 
which everyone feels safe, supported, and encouraged to express her or his 
views and concerns.  This view was welcomed by all teachers as they felt that 
there should be a relationship between the teachers and learners for teaching 
and learning to take place.  The statements below show that the teachers 
supported this view. 
 
Ms Nkonyane:  
“We must work together with the learners to create a conducive 
environment for teaching and learning to take place.” 
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Mr Malapane:  
“It is important that both educator and learner must feel safe and 
accommodated; they must both understand and trust each other.” 
 
They continued defining the inclusive classroom, stating that an inclusive 
classroom implies that all learners have the right to feel safe, supported and 
included at school and in the same classroom.  They should not be separated; 
both old and young learners should be in the same classroom. 
 
After much deliberation on the concepts of the inclusive classroom, the team 
came up with various keys to achieving a successful inclusive classroom. 
The first key that was given preference was that learners need to be active and 
not passive in the classroom. This elicited the following comments: 
 
Ms Maluleke:  
“An active class is an indication of an inclusive classroom.  All learners 
must be engaged, both slow and active learners.  They must feel free 
to ask questions if they do not understand.” 
 
Ms Mekwa:  
“Oh yes, if they are active, they will be able to answer questions 
without any fear of being discriminated.  They will be free.”  
 
Ms Nkonyane:  
“If all learners do not feel safe and secured in the class then we cannot 
say that the classroom is inclusive.  But if they all feel accepted equally 
then we can say the classroom is inclusive.” 
 
Mr Malapane:  
“There is no way that we can separate the old and the young learners, 
they must all be in one class, and we as educators must teach them 
to accommodate and respect one another.” 
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The next key to successful inclusive classroom that was discussed by the team 
was that learners should be encouraged to make choices as often as possible.  
An inclusive teacher will allow learners some time to flounder as some of the most 
powerful learning stems from taking risks and learning from mistakes. 
 
It was agreed that it is the responsibility of the teacher to encourage and assist 
all the learners to make such choices: 
 
Ms Maluleke:  
“Never underestimate the intelligence of the learners, don’t choose for 
them, just guide them to choose right then they must make their final 
choice, and the choices they make must be respected.” 
 
Mr Malapane:  
“Learners must have a power of choice that will make them free to 
participate in class.” 
 
This led to the following fundamental insights: 
 
• Students need to experience success.  Learning goals need to be specific, 
attainable and measureable and have some challenge to them. 
• It is the duty of every teacher to assist all learners to experience success 
in their lives.  That has to be done in class through motivating the learners.  
 
Ms Maluleke commented by saying:  
 
“We must help our learners succeed in life; this our job.” 
 
The team emphasised the need to provide proper feedback to learners during the 
processes of teaching and learning.  It was felt that this would motivate and 
encourage them to learn.  The following quotation supports this view: 
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Mr Mekwa:  
“It is unacceptable and unfair to learners not to be provided with 
feedback in all their hard work.  This will motivate them to respond 
positively to learning and will encourage them to attend classes 
regularly.” 
 
The team also felt that enough resources must be made available in the 
classroom to enhance the learning of every learner.  This view was borne out by 
the statement made by Mr Mekwa: 
 
“We need to have enough teaching aids and learning materials in our 
classes to assist our learners to learn; we must provide them with 
adequate resources.” 
 
Mr Malapane echoed this sentiment: 
 
“Yes, we can’t teach without the necessary teaching aids and learners 
can’t learn without necessary and adequate resources.”  
 
The analysis of the discussion on the concept of the inclusive class culminated 
in the following features of the concept as understood by the teachers: 
 
• Integral members: All learners are integral members of the classroom 
and all of them are part of the members of learning and teaching in the 
classroom environment. 
• Accommodation: All learners have access to the education curriculum 
and all receive support through collaboration in education.  They must all 
be accommodated – even those who have special educational needs and 
barriers. 
• Relationship: There should be a healthy relationship between the 
learners and the teachers and no learner must feel isolated and 
discriminated against. 
• Environment that is conducive to teaching and learning: The 
classroom should be a healthy and safe place for teaching and learning to 
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take place.  Learners must feel safe and supported and cared for to be 
able to express their views and concerns without being threatened. 
• Equal opportunity: All learners must be given equal opportunity and no 
favouritism must be shown by the teachers.  All learners must be treated 
the same so that those with special educational needs may be successful. 
• Accessibility to resources: Resources must be made available to all 
learners and it is the duty of the teachers to motivate and encourage the 
learners to use them. 
 
After the planning stage, we moved to the next stage, which is the observation 
stage.  This is the stage when the research group decided to observe current 
practices in order to identify those that could be further developed. 
 
4.3.2 Observation stage 
The observation phase consisted of Phase 1 and Phase 2.  The following 
activities took place in each phase: Phase 1 – Participants’ observation, and 
Phase 2 – Semi-structured interviews with teachers.  
 
The discussion on what took place during Phase 1 is discussed next. 
 
4.3.2.1 Phase 1: Participatory observation (three months) 
During Phase 1, participants observed current practices which were used in the 
study.  Thereafter they observed which IE practices were currently in use (or had 
the potential to be).  First, a pre-planned observation schedule (see Appendix E) 
was drafted by the research group to identify current practices used to facilitate 
inclusive adult learning.  This is called a baseline observation.  Literature was 
used during this phase.  The team agreed that they would all observe everyone’s 
lesson as a team.  All practices and some important information used during the 
discussions were recorded in the group’s diaries.  Each lesson was 45 minutes 
in duration and the team observed one another for the whole period, each person 
taking notes on important aspects.  The Centre timetable was used to avoid 
disruption of classes during the normal teaching routine.  The observation of all 
the lessons took place within three weeks.  
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After the observation of lessons took place, the chairperson convened a meeting 
where the team discussed the outcomes of the observations and to ascertain 
whether all members had a common understanding. The over-riding message of 
that meeting was that teachers had opposing interpretations of what they had 
observed. To reach a consensus the team had to agree on the core principles of 
the observation (the observation schedule). The practices observed were ranked 
according to the extent to which they addressed or fulfilled these core principles 
(see Appendix E). This ensured unanimity in our understanding.  
 
The secretary took notes during the discussion.  Every team member reported 
on his or her findings on the current practices.  Some of their findings were that 
in the past, before the study, teachers did not implement IE because they did not 
have any knowledge of it.  
 
Mr Sibanyoni:  
“Truly speaking, colleagues, no one actually implemented any 
inclusive practices during the lesson presentation.  Maybe we will try 
during the second phase of our observation.” 
 
Every teacher was using his or her own method of teaching and most of them 
were not qualified teachers.  Hence, they contributed fruitfully on the discussion 
and every one benefitted greatly and were ready for improvement, as shown by 
comments from participants after the observations: 
 
Ms Dlangamandla:  
“Ms Maluleke handled her learners so well.  I really learnt a lot from 
her teaching.  Learners participated so well.  I enjoyed her 
presentation of the lesson.” 
 
Ms Nkonyane:  
“I think we are going to improve during our next phase but it is really 
hard with these types of learners.  They do not want to work and they 
do not attend classes regularly.” 
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The team agreed that they were ready to move to the next phase of observing 
inclusive practices.  Unfortunately, one of our team members, Ms Dlangamandla, 
passed away after this phase.  The team was left with five members who were 
dedicated and committed.  They wanted to continue participating in the study 
even though they were overloaded in their work.  
 
Mr Sibanyoni, commenting on his willingness to continue with the study, said: 
“I am ready to continue with the study even though I have so many 
periods and classes.”  
 
Ms Nkonyane, lamenting her high teaching workload, commented:  
“My workload is too much but I am prepared to be part of this study.” 
 
The next phase to be discussed is the observation of inclusive practices. 
 
4.3.2.2 Phase 2: Observation of inclusive practices 
After having observed the current practices, the team planned to observe 
inclusive practices.  A meeting was scheduled by the chairperson and all 
members attended the meeting.  The purpose of the meeting was outlined by the 
chairperson stating that the team is now going to observe inclusive practices.  
The school timetable, which was drawn from data collected from the baseline 
observation, was used during the drafting of the observation schedule.  Diaries 
were again used to note all important activities that were observed. 
 
The team was now left with five members, the number that was initially required 
for the study.  Two lessons were observed per person, which made up a total of 
10 lessons observed.  We agreed that we, as a team, would all observe one 
another’s lessons, just as we had done in the previous observation.  This is 
indicated by the following statements: 
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Mr Sibanyoni:  
“Observing as a group assisted me a lot because there are some 
aspects of the observation that I was not aware of.  For example, I 
thought that asking questions to the whole class was inclusive even 
though some of the learners were not participating.” 
 
Ms Maluleke:  
“It also helped me because now I know what is required of me during 
the observation and during my teaching process.” 
 
Some of the team members appeared to be nervous during our observation 
process.  They were concerned about being observed because it was as if some 
of the members were going to criticise them negatively.  The following excerpts 
reflect some of their views: 
 
Ms Nkonyane: 
“This reminded me of my first practical lessons when I was still at the 
college.  I was so afraid and was not sure of what to do.  Your eyes 
were scaring me.  Now I am ready for the next session.  I have learnt 
a lot, I know what is expected of me.” 
 
Mr Malapane:  
“Teaching on your own in a class is different from teaching while being 
observed.  I am glad that you all did well and accommodated one 
another.  That is what we call inclusivity.” 
 
The whole team followed the observation schedule accordingly as per 
agreement.  We worked according to the centre timetable to avoid disruption of 
the normal teaching routine.  The focus was again on the following concepts: 
inclusive education, inclusive teaching, inclusive practices, and inclusive 
classrooms.  The team requested me to remind them of these concepts by 
conducting a workshop.  A date was set for the workshop and the scribe invited 
the members officially by means of letters (see Appendix I). 
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After the workshop, the team came up with the common understanding of what 
was required to be done during this second phase of observation.  The 
chairperson emphasised that all members should work according to the schedule 
and report on time.  The members seemed highly motivated: 
 
Ms Maluleke:  
“This is really refreshing and inspiring; I now understand the content 
more than before, and I also understand fully as to what is expected 
of me.” 
 
Mr Malapane:  
“Inclusive education is such an important topic; I wish all educators 
were implementing it.” 
 
The observation was systematised in the sense that an observation schedule was 
used and data were recorded by each person.  Daily reflection diaries were kept 
to record our observations (see Appendix E).  The following topics guided our 
observation: 
 
• Curriculum-related aspects of the class (planning, presentation and 
assessment of the lesson; interaction, participation, and seating 
arrangements during the lesson)  
• Teaching (pedagogic) aspects of the class (teaching approach and 
strategies, maintenance of discipline and motivation, the role of assistant 
teachers and the use of technology in the class)  
• Learning aspects of the class (the use of learning approaches such as 
cooperative learning, group work, peer tutoring, and collaborative 
problem-solving) 
• Social aspects of the class (communication, diversity, relationships and 
values in the class)  
 
The observation phase was followed by the phase in which the teachers were 
interviewed.  This phase is discussed in the following section. 
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4.3.2.3 Phase 3: Semi-structured interviews with teachers 
After the observation of all 10 lessons, I conducted semi-structured interviews 
with teachers based on observation of the inclusive practices.  The purpose of 
the interviews was to reflect on what had been observed and to gather evidence 
on how observed practices could be developed to facilitate inclusive adult 
teaching and learning.  The interview guide was derived from the observation 
data (see Appendix F), and a pre-planned structure was used to guide the 
respondents. 
 
Appointments were made with teachers and the meetings were held in the staff 
room after all the other teachers and learners had left.  During the semi-structured 
interview, the respondents were given a fair amount of latitude (but not unlimited 
freedom) to provide a detailed response.  Prompts and probes were used with 
either open-ended or closed-ended questions.  Questions that were asked were 
based on the practice indicators that were on the reflection diary that was used 
during the observation.  The following were the indicators: 
 
• Lesson plan and presentation 
• Delivery of subject matter (e.g. knowledge, skills, teaching strategies, 
intervention strategies, approaches) 
• Teacher–learner interaction (e.g. communication, motivation, feedback) 
• Participation of learners 
• Availability and usage of teaching aids, resources and media 
• Assessment 
 
The researcher prepared the following questions based on observation, and 
teachers were provided with them before the interview: 
 
• Planning for inclusive teaching: Based on what has been observed, is 
there any difference in your planning of lessons and presentation between 
the baseline observation and the second observation process?  And how 
inclusive is this planning? 
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• Curriculum delivery strategy: How inclusive was your presentation 
subject matter? 
• Classroom interaction and communication: How was the interaction 
between you and your adult learners? 
• Learner participation: What was different in the participation of learners 
during your lesson presentation this time around? 
• Use of resources and media: What can you say about the availability 
and usage of resources? 
• Learner assessment: Is there any improvement in the performance of 
learners? 
• Indicators of inclusive teaching: Do you believe that the exercise we did 
was good?  Did it have any impact on your teaching practices? 
 
Based on the analysis of the interviews the following emerged: 
 
Planning inclusive teaching 
The results of the analysis of interview data seem to suggest that for inclusive 
teaching to be effective teachers have to plan the lessons in ways that show they 
are mindful of the diversity of students in the class.  
 
Mr Malapane confirmed this view: 
 
“In inclusive teaching one must accommodate all the learners in your 
class and when you plan your lessons you must take it into 
consideration even those learners who have challenges, they must be 
accommodated.” 
 
It also became apparent that the teacher has to incorporate in his or her planning 
an Individual Education/Support Plan (IEP) for each student in order to address 
their specific barriers to learning.  
 
This requirement was emphasised by Ms Sibanyoni: 
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“We must not forget that we have both old and young learners; that is 
why we must be careful when we plan and present our lessons.  Each 
and every learner must be catered for.” 
 
“Yes, a plan must be developed to support each adult learner in order 
that each specific barrier must be addressed.” 
 
Curriculum delivery 
The data indicate that the application of different teaching methodologies may 
influence the learning of students positively: 
 
Ms Maluleke:  
“We need to have the appropriate approach and apply different 
teaching methods when we teach, and that approach is called a 
practice.  We cannot just go to class, especially in these diverse 
classes, without having the right beliefs, values and attitudes.” 
 
Several methods were indicated as effective to enhance every learner’s 
participation in the lesson.  These methods included applying individualisation, 
differentiation and adaptation. 
 
Differentiation and individualisation means focusing on individual strengths of a 
learner while differentiation means taking advantage of the strengths of a group.  
Adaptation means adapting the content of the curriculum according to the needs 
of every learner in terms of age, background and level of content understanding.  
 
The following comments by Mr Mekwa are evidence of this principle: 
 
“In inclusive teaching one must accommodate all the learners in your 
class and when you plan your lessons you must take it into 
consideration even those learners who have challenges, they must be 
accommodated.” 
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“We must not forget that we have both old and young learners; that is 
why we must be careful when we plan and present our lessons.” 
 
The significance of teacher collaboration was highly regarded by teachers as 
shown by the following quotations: 
 
Mr Malapane: 
“Our learners must see that we are united as educators; we must work 
together.  We must stop arguing and fighting in front of our learners.” 
 
Ms Nkonyane:  
“Yes, we must work together, we must have good relationships so that 
our learners can learn good values and morals, and above all respect.  
They will in turn work together by us setting a good example to them.” 
 
Classroom interaction and communication 
The analysis of interviews seems to indicate that the most inclusive teaching 
approach will be interactive teaching – interactive in the sense that the teacher 
has to engage each learner during the lesson.  The engagement can range from 
question and answer to enhancing a dialogical conversation or a conversation for 
learning.  This was supported by the following comments: 
 
Ms Nkonyane: 
“An active class is an indication of an inclusive classroom.  All learners 
must be engaged, both slow and active learners, but they must do this 
with respect.” 
 
Ms Maluleke:  
“Oh yes, if they are active, they will be able to answer questions 
without any fear of being discriminated.  They will be free.”  
 
It is also evident that classroom communication based on mutual respect among 
the learners and among the learners and the teachers is very significant for 
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stimulating constructive discussion in the classroom.  It is a condition for 
sustainable and effective inclusive learning, as confirmed by Mr Malapane: 
 
“There is no way that we can separate the old and the young learners, 
they must all be in one class, and we as educators must teach them 
to accommodate and respect one another.” 
 
It was also apparent that positive feedback to students enhanced their motivation 
to learn. 
 
Ms Nkonyane:  
“It is unacceptable and unfair to learners not to be provided with 
feedback in all their hard [work].  This will motivate them to respond 
positively to learning and will encourage them to attend classes 
regularly.” 
 
Learner participation 
Data from the interviews show that teachers believe the participation of learners 
is crucial to inclusion during the process of teaching and learning.  The 
participation of learners can be enhanced by ensuring that learning material is 
presented in ways that appeal to their learning styles, as confirmed by the 
following quotes: 
 
Mr Sibanyoni:  
“It deals with the diversity of learners and communities.  It ensure[s] 
the full participation and availability of all learners, irrespective of 
their background and ability ...”  
 
Ms Nkonyane:  
“We need to thoroughly prepare our lessons so that the learners can 
participate in class.  No lesson plan, no participation.” 
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Mr Mekwa:  
“Strategies and methods that are suitable for learners must be used to 
promote participation.  We must also use different styles of teaching, 
we must not forget that these are adults and not children.  Our lessons 
must not be boring otherwise they will not attend our classes.  We must 
adapt our teaching to suit the needs of each and every learner.” 
 
Teachers regarded the issue of learner motivation for adult learners as important.  
Adult learners could be greatly motivated by positive feedback, by allowing them 
to participate freely in the lesson, and by creating an atmosphere that is 
conducive to learning, where they all feel free to express themselves and not 
threatened by other learners.  Their motivation could also be enhanced by 
encouraging them to do their best and respecting their views and ideas.  This is 
illustrated by the following extract: 
 
Ms Nkonyane:  
“We must create an atmosphere where our learners feel that they are 
all important.  This will motivate them to work hard and enjoy learning.” 
 
Use of resources and media 
Teachers felt that the appropriate use of resources is very important in 
teaching.  They felt that one of the most effective learning resources for adult 
learners was the use of appropriate examples to illustrate learning content to 
make learning relate to their world of work:  
 
Mr Mekwa:  
“These are adults and not children.  For effective learning to take place 
we must use appropriate examples in our teaching which illustrates 
learning content relate to their work of world.” 
 
Mr Malapane:  
“There is no way that teaching and learning can take place without 
the use of resources.” 
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Teachers also felt that the centre does not provide sufficient resources for the 
learners and they have to purchase some of the materials themselves or use 
recycled materials.  Few learners can afford to buy their own materials and those 
that cannot afford to do so are denied the opportunity to learn adequately.  The 
following statements highlight this predicament: 
 
Ms Maluleke:  
“Our learners need to be provided with adequate resources to do their 
tasks, the problem with us is that we do not have enough resources 
and this hampers teaching and learning.” 
“The economic background of learners must be taken into 
consideration.  Most of our learners are disadvantaged, they do not 
have money – that is why some of them left school and have registered 
in our Centre.” 
 
Learner assessment  
The interviews indicated that the use of a variety of assessment methods 
enhances the inclusive learning and performance of learners and inspire teachers 
to be creative in designing and conducting site assessment.  Teachers thought 
the assessment that is tailored to the needs of every learner has the potential to 
stimulate learning, as shown in the following extracts. 
 
Mr Sibanyoni:  
“It is good to use different methods of assessment because skills, 
knowledge and values which are outside examination conditions are 
assessed and this takes place over a period of time and not only once 
a year.  So, learners can demonstrate their acquired competencies in 
the learning areas.” 
 
 
 
 
 CHAPTER 4: PARTICIPATORY ACTION RESEARCH AND THE DATA COLLECTION PROCESS 
140 
Ms Nkonyane: 
“True, these variety of methods gives me the opportunity to develop 
and use my own creativity in designing and conducting learning site 
assessment.” 
 
Some of the assessment methods that were indicated by teachers as effective 
for adult learners were site assessment and external assessment. 
 
• Site assessment is an assessment that is conducted on site (in this case 
the Centre) and marked by teachers on site.  It involves projects, case 
studies, assignments, class-work and tests. 
• External assessment is an external examination that is set and marked 
by provincial examiners in the DoE, and is moderated and certificated 
externally by Umalusi. 
 
Guidelines and regulations are provided that assist the teachers in assessing 
learners.  Teachers use these guidelines for both internal and external 
assessment, as indicated in the excerpts below. 
 
Mr Malapane: 
“Thanks for the Department of Education for providing us with the guidelines 
of assessing our learners.  They really do assist us.  Imagine how we were 
going to manage without these guidelines.” 
 
Mr Mekwa: 
“I would be using only class-works and tests.  That’s all that I know 
when it comes to assessment.  At least I can now design my own site-
based assessment.” 
 
Indicators of inclusive teaching and learning 
The analysis of teachers’ responses during the interview showed that the 
following are indicators of effective inclusion of adult learners during teaching and 
learning: 
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• Self-directed learning: giving adult learners a chance to learn own their own 
way; patience with the pace of learning as most might have a lot of 
commitments 
 
Mr Malapane:  
“We are teaching adults and not children.  We must not spoon-feed 
them, we must give them an opportunity to learn on their own.” 
 
“It is true, but the challenge is that they are very slow, and some do 
not attend regularly, so it means that we must have patience and 
accommodate all of them.” 
 
• Behavioural teaching: modifying the behaviour of adult learners 
 
Ms Nkonyane:  
“Adult learners think that we must treat them as if they are our friends 
because some of them are even older than us.  Their behaviour in 
class is not acceptable.  We must teach them good behaviour and they 
must know that they are learners and not our friends.” 
 
• Interactive teaching: interacting with adult learners to enhance learning 
 
Ms Nkonyane:  
“Teaching is not a one-way communication, learners must be involved 
and participate otherwise the whole period will be boring and learners 
will not be motivated to attend classes.” 
 
Mr Mekwa:  
“We need to involve them to participate, ask questions, and let them 
answer, interact with them.  Create a pleasant environment to learn.” 
  
• Teaching (pedagogic) aspects of the class: teaching approach and 
strategies, maintenance of discipline and motivation of adult learners 
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Ms Maluleke:  
“We must not encourage learners to do as they please, we must instil 
discipline even if they are adults.  They must know that the Centre is 
the teaching and learning environment.” 
 
Mr Sibanyoni:  
“It is true what you are saying, Mr Malapane, otherwise we will fail to 
do our duty, but our teaching strategies and approaches must motivate 
them to learn and behave in a disciplined manner.” 
  
• Learning aspects of the class: the use of learning approaches such as 
cooperative learning, group work, peer tutoring, and collaborative problem-
solving: 
 
“For effective learning to take place, our approaches to learning must 
differ.  We must not use the same approaches otherwise it will be 
boring and learners will not be encouraged to learn.” 
 
“Our learners are not the same: there are those who prefer working in 
groups, others prefer assisting others and acting as educators, so it is 
our duty to engage them in the usage of different approaches of 
learning.” 
 
• Curriculum-related aspects of the class: planning and presentation of the 
lesson; interaction and participation during the lesson 
 
Mr Malapane:  
“We must thoroughly plan our lessons; no educator must stand in 
front of the class without having prepared your lesson.  You will 
embarrass yourself.” 
 
Mr Sibanyoni:  
“Also encourage the learners to participate by interacting with them 
during the presentation of the lesson.  It really works wonders.  They 
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become so active and enjoy learning, please let us not make teaching 
to be boring, I am telling you colleagues, they will attend your periods.” 
 
• Social aspects of the class: encouraging communication, diversity, 
relationships and values in the class 
 
Ms Nkonyane:  
“We must encourage an open-door policy, learners must be 
encouraged to communicate with us, and we must encourage a good 
relationship with them and amongst them.” 
 
Mr Mekwa:  
“Let’s not forget to teach them good morals and values.  That is very 
important, and above all, respect.” 
 
After the completion of the interview, which was conducted very well from the 
response of the teachers, an action plan followed: 
 
4.4 Action  
This stage comprised the process whereby the research members identified 
practices that have potential to facilitate inclusive teaching and learning in an AET 
classroom. This process drew on evidence from data obtained through 
observation and interviewing.  Reflective meetings were held once a week to 
review their usefulness in facilitating teaching and learning.  Documentary 
analysis of adult learner performance was also reviewed by analysing mark 
schedules in different learning areas and subjects to determine the extent of 
learning. Such documents were policies, minutes, management plans, 
assessment results, schedules and learners’ books.  
 
After the practices had been identified, the team decided to adopt them in class 
for a period of three months, during which time teachers evaluated how they were 
enhancing inclusion in the class.  We drew up an action plan which was a detailed 
implementation programme to adopt classroom practices identified in the class 
 CHAPTER 4: PARTICIPATORY ACTION RESEARCH AND THE DATA COLLECTION PROCESS 
144 
and to evaluate how they promote inclusive teaching and learning.  During the 
action phase, teachers recorded their experiences in their reflection diary (see 
Appendix E).  
 
Table 4.1 lists the practices that were adopted in classes during this process and 
summarises the outcome of the teachers’ use of these practices in the classroom. 
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Table 4.1: Summary of the Outcome of the Classroom Practices 
Practice Activities during 
action 
Indicators of inclusivity Supporting quote from data 
Planning and 
inclusive 
teaching 
practices 
Analysing barriers in 
a class 
Analysing the barriers of the class 
allowed teachers to plan and anticipate 
teaching and learning actions during 
lesson. 
Mr Malapane:  
“In inclusive teaching one must accommodate all the 
learners in your class and when you plan your lessons you 
must take it into consideration even those learners who 
have challenges, they must be accommodated.” 
Developing IEP Developing an IEP for students 
prepared the teacher for 
individualisation and differentiation of 
learners to address their needs. 
Ms Sibanyoni:  
“Yes, a plan must be developed to support each adult learner 
in order that each specific barrier must be addressed.” 
Curriculum 
delivery 
practices 
Varied teaching 
methodology 
Applying different teaching 
methodologies to influence the learning 
of all learners positively 
Ms Maluleke:  
“We need to have the appropriate approach and apply 
different teaching methods when we teach, and that 
approach is called a practice.  We cannot just go to class, 
especially in these diverse classes, without having the right 
beliefs, values and attitudes.” 
Cooperative teaching 
(teacher 
collaboration) 
Collaboration of teachers in setting a 
good example to learners to be able to 
enhance cooperation among learners 
Ms Nkonyane:  
“Yes, we must work together, we must have good 
relationships so that our learners can learn good values and 
morals, and above all respect.  They will in turn work together 
by us setting a good example to them.” 
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Table 4.1 (Continue): Summary of the Outcome of the Classroom Practices  
Practice Activities during 
action 
Indicators of inclusivity Supporting quote from data 
Classroom 
interaction and 
communication 
practices 
Engagement of each 
learner 
 
Engaging each learner during the 
lesson to enhance a dialogical 
conversation or a conversation for 
learning 
Ms Nkonyane: 
“An active class is an indication of an inclusive classroom.  
All learners must be engaged, both slow and active 
learners.” 
Encouraging mutual 
respect among 
learners and 
between learners 
and teachers 
Classroom communication based on 
mutual respect among the learners and 
among the learners and the teachers is 
encouraged in order to stimulate 
constructive discussion in the 
classroom.  It is a condition for 
sustainable and effective inclusive 
learning. 
Mr Malapane:  
“There is no way that we can separate the old and the 
young learners, they must all be in one class, and we as 
educators must teach them to accommodate and respect 
one another.” 
Providing positive 
feedback 
Providing positive feedback to all 
learners to enhance their motivation to 
learn 
Ms Nkonyane:  
“It is unacceptable and unfair to learners not to be provided 
with feedback in all their hard work.  This will motivate them 
to respond positively to learning and will encourage them to 
attend classes regularly.” 
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Table 4.1 (Continue): Summary of the Outcome of the Classroom Practices 
Practice Activities during 
action 
Indicators of inclusivity Supporting quote from data 
Learner 
participation 
and learner 
learning 
facilitation 
practices 
Presentation of 
learning material 
Ensuring that learning material is 
presented in ways that appeal to the 
learning styles of learners to promote 
participation of all learners 
Mr Mekwa:  
“Strategies and methods that are suitable for learners must 
be used to promote participation.  We must also use 
different styles of teaching, we must not forget that these 
are adults and not children.  Our lessons must not be 
boring otherwise they will not attend our classes.  We must 
adapt our teaching to suit the needs of each and every 
learner.” 
Preparation of 
lesson plan 
 
Preparing the lesson plans that 
accommodate all learners and 
encourage full participation during 
teaching and learning 
Ms Nkonyane:  
“We need to thoroughly prepare our lessons so that the 
learners can participate in class.  No lesson plan, no 
participation.” 
Creating a positive 
atmosphere for 
learning 
Creating an atmosphere for learning 
that motivates learners to participate 
and express themselves freely 
Ms Nkonyane:  
“We must create an atmosphere where our learners feel that 
they are all important.  This will motivate them to work hard 
and enjoy learning.” 
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Table 4.1 (Continue): Summary of the Outcome of the Classroom Practices 
Practice Activities during 
action 
Indicators of inclusivity Supporting quote from data 
Use of 
resources and 
media practices 
 
Utilisation of 
teaching and 
learning resources 
Using appropriate examples to illustrate 
learning content to make learning relate 
to the learners’ world of work 
Mr Mekwa:  
“These are adults and not children.  For effective learning 
to take place we must use appropriate examples in our 
teaching which illustrates learning content relates to their 
work of world.” 
Learner 
performance 
monitoring 
/assessment 
practices 
Feedback activities 
from teachers to 
adult learners 
Providing feedback to learners to 
motivate and encourage them to learn 
Ms Nkonyane:  
“It is unacceptable and unfair to learners not to be provided 
with feedback in all their hard work.  This will motivate them to 
respond positively to learning and will encourage them to 
attend classes regularly.” 
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Table 4.1 (Continue): Summary of the Outcome of the Classroom Practices 
Practice Activities during 
action 
Indicators of inclusivity Supporting quote from data 
Learner 
assessment 
Use of variety of 
assessment 
methods 
Using a variety of assessment methods 
enhances inclusive learning and the 
performance of learners and enables 
teachers to be creative in designing 
and conducting site assessment. 
Ms Nkonyane:  
“True, these variety of methods gives me the opportunity to 
develop and use my own creativity in designing and 
conducting learning site assessment.” 
Tailoring of 
assessment 
(according to the 
needs of each 
learner) 
Tailoring the assessment to the needs 
of every learner has the potential to 
stimulate learning. 
Mr Sibanyoni:  
“It is good to use different methods of assessment because 
skills, knowledge and values which are outside examination 
conditions are assessed and this takes place over a period of 
time and not only once a year.  So, learners can demonstrate 
their acquired competencies in the learning areas.” 
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Table 4.1 (Continue): Summary of the Outcome of the Classroom Practices 
Practice Activities during 
action 
Indicators of inclusivity Supporting quote from data 
Indicators of 
inclusive 
teaching 
practices 
 
Initiating self-
directed 
learning 
 
Providing adult learners an opportunity 
to learn in their own way and at their 
own pace, as most of them have many 
commitments 
Mr Malapane:  
“We are teaching adults and not children, we must not spoon-
feed them, and we must give them an opportunity to learn on 
their own.” 
 
Modification of adult 
learner behaviour 
Modifying adult learners’ behaviour for 
effective teaching and learning and 
also to promote respect among 
themselves as well as among them 
and the teachers 
 
Ms Nkonyane:  
“Adult learners think that we must treat them as if they are our 
friends because some of them are even older than us.  Their 
behaviour in class is not acceptable.  We must teach them 
good behaviour and they must know that they are learners and 
not our friends.” 
 
Interaction during 
Learning 
Interacting with adult learners during 
teaching and learning to enhance 
learning 
 
Mr Mekwa:  
“We need to involve them to participate, ask questions, and let 
them answer, interact with them.  Create a pleasant 
environment to learn.” 
 
Usage of differed 
approaches of 
learning 
Using different teaching approaches 
and strategies in order to maintain 
discipline and motivate adult learners 
 
Mr Sibanyoni:  
“It is true what you are saying Mr Malapane, otherwise we will 
fail to do our duty, but our teaching strategies and approaches 
must motivate them to learn and behave in a disciplined 
manner.” 
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Table 4.1 (Continue): Summary of the Outcome of the Classroom Practices  
Practice Activities during 
action 
Indicators of inclusivity Supporting quote from data 
Indicators of 
inclusive 
teaching 
practices 
(continue) 
 
Proper daily 
planning and  
preparation of 
lessons 
Proper planning and presentation of 
the lesson and also encouraging 
interaction and participation during the 
lesson 
 
Mr Malapane:  
“We must thoroughly plan our lesson: no teacher must stand 
in front of the class without having prepared your lesson.  You 
will embarrass yourself.” 
 
Indicators of 
inclusive 
teaching 
practices 
Encouraging 
communication 
among learners 
Encouraging communication, diversity, 
relationships and values in the class 
Mr Sibanyoni:  
“Also encourage the learners to participate by interacting with 
them during the presentation of the lesson.  It really works 
wonders.  They become so active and enjoy learning, please 
let us not make teaching to be boring, I am telling you 
colleagues, they will attend your periods.” 
Ms Nkonyane:  
“We must encourage an open-door policy, learners must be 
encouraged to communicate with us, and we must encourage 
a good relationship with them and amongst them.” 
Mr Mekwa:  
“Let’s not forget to teach them good morals and values.  That 
is very important, and above all respect.” 
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The next process involved interviewing learners.  The main purpose of these 
interviews was to determine whether the teachers’ teaching was indeed inclusive.  
Teachers did not oppose this action because they also wanted to verify their 
actions and responses.  Two adult learners in each class volunteered to be 
included in the study.  We agreed that we would have one old and one young 
adult learner in each class, which brought us to a total number of 10 learners – 
five old and five young adult learners. 
 
The chairperson coordinated this meeting with the learners.  The meeting took 
place in a classroom after teaching hours so that we would not interfere with their   
teaching and learning activities.  Some of the learners were nervous during the 
meeting because the teachers did not explain the purpose of the meeting.  One 
of them asked: “Why we are here, did we do anything wrong?” 
 
The chairperson introduced me to the learners as a district official, and I explained 
the purpose of the meeting.  He felt that he should leave us so that learners could 
be free to answer questions, because during his presence they might not be truly 
honest in their responses due to fear of being victimised. 
 
The researcher assured the learners that their responses would remain 
confidential. They were informed that they were free to participate in the study 
and if they wished to withdraw, they were permitted to do so.  There was no need 
to request permission from their parents because they were adults themselves 
and they were responsible for themselves. 
 
All 10 learners agreed to continue with the interview. The researcher explained 
to them that questions would be asked and that they should feel free to share 
their opinions.  They should also ask questions when they do not understand.  I 
also stressed the fact that we should all respect one another’s views.  The 
researcher issued consent forms and they all signed them.  A date was set for 
the interviews to take place and they all agreed on the set date.  The following 
questions were provided to the learners before the interviews so that they could 
prepare beforehand: 
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• Is there any difference in the teaching practices of the teachers in the 
recent three months?  Do you think that they include you in their teaching? 
• Do teachers accommodate all of your needs in their teaching?  How? 
• If you feel that they do not accommodate your needs, what would you like 
them to do in order to accommodate all of your needs? 
• When teachers teach, do you feel part of the lesson?  How? 
 
During the focus group interview, learners were given questions beforehand and 
they responded to them randomly.  No one was forced to respond.  Older learners 
were rather reserved and were shy to speak out, but later opened up when they 
realised that the young ones were dominating the interview. The researcher 
asked them whether they had a problem with my videotaping them.  All except 
one older learner agreed to be videotaped because he felt that he might be 
victimised if he responded honestly to these questions. She explained to him 
again that all would be kept confidential.  A scribe, who was elected by the 
learners, documented the discussion points in the meeting. Finally, because of 
that one learner, we did not videotape the interview.  The actual interview process 
that took place with the learners based on the above-mentioned questions is 
presented below. 
 
Is there any difference in the teaching practices of the teachers now and 
before?  Do you think that they include all of you in their teaching? 
 
From the learners’ responses it seems as if there was a pronounced difference 
in the teaching practices of teachers at present.  In the past, that is before 
teachers practised inclusion, they did not prepare their lessons; they only 
concentrated on the active learners and neglected the rest of the class, especially 
the older ones.  They further explained that there were no teaching aids, and 
sometimes they did not even attend classes.  Previously, teachers had shouted 
at them as if they were small children, which humiliated them.  However, they felt 
that things had changed and that teachers are planning and learners do indeed 
have the privilege of learning according to their own style.   
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This is evident in the following statements from older learners: 
 
“One thing that I am sure about is that our teachers did not prepare 
themselves when they came to class.  They took us for granted.  
Imagine teaching without any planning of lessons!  That’s an insult to 
me, at least now it is clear that they do plan the lessons.”  
 
“What type of a school without teaching aids?  Nothing at all.  They 
just came into the class, read the textbook and just leave.  Some did 
not even explain to us anything.  We are now catered for, resources 
are being used.” 
 
“Then when you asked a question, they shouted at you as if we are 
small kids.  They said we were very slow and they focused on the 
younger learners.  This made these learners not to respect us.  At least 
it is better now, we feel that we are now taken care of, and we have 
gained respect for one another.” 
 
“The way they are teaching now makes we understand very clearly.  I 
also like the different type of examples they use, they are so 
appropriate and they make us understand the subject matter.” 
 
“What I like most is that we are now working and helping one another.  
The best students are now able to assist us where we don’t 
understand.  We are a family now; oneness is the motto of our class.” 
 
Furthermore, some learners were even thrown out of the class if they 
misbehaved.  They saw it as a sign that the teachers did not treat them properly.  
The following quotations confirm this view: 
 
“Our teachers are short-tempered, you commit a slightest mistake then 
they send you out of the class and deny you access to learning.  This 
makes us fail at the end of the year because we are always thrown out 
of the class.” 
 CHAPTER 4: PARTICIPATORY ACTION RESEARCH AND THE DATA COLLECTION PROCESS 
155 
“Some of them get annoyed when you ask questions in class because 
they don’t know the answer, then they threaten you that you will be 
thrown out of the class.” 
 
“I was thrown out of the class because I corrected my teacher on what 
he was teaching wrongly.  He was so annoyed and he shouted at me 
and said I should have been a teacher if I was clever enough.” 
 
“It really seemed that most of them taught what they didn’t know.  I 
wonder if our teachers are qualified.  But lately some of them have 
improved, they are now better than before and we appreciate that they 
respond to us positively.” 
 
“This motivates us and encourages us to attend to our classes and 
learn.” 
 
Do teachers accommodate all of you in their teaching?  How? 
Learners responded positively way. They felt that teachers were now 
accommodative compared to the past. Before, there was favouritism; some 
learners were treated better than others.  Slow learners were neglected and were 
never taken care of.  In the past, some of the older ones who were very slow were 
neglected and there were no intervention strategies. They also mentioned that 
teachers used to make fun of some learners and labelled them.   
 
Learners were now impressed and indicated that they now felt accommodated: 
 
“Things have changed now.  My teacher used to be so rude, she did 
not even care about us, especially the old ones, she never had 
patience, but now she explains to us if we don’t understand and we 
now have extra classes.” 
 
“I have improved a lot, I thought I was going to fail, but now my future 
is bright.  My teacher is an excellent teacher now, it seems as if she 
 CHAPTER 4: PARTICIPATORY ACTION RESEARCH AND THE DATA COLLECTION PROCESS 
156 
has gone back to the college to be taught how to teach again.  She is 
now so accommodative.  She has improved a lot compared to other 
educators.  I feel that I am part of the class and accepted, I now love 
coming to learn.  She does not criticise us anymore.  We were laughing 
the other day with my friends saying that she has repented, she is now 
a Christian.” 
 
 “We are now given a chance to ask questions in class if we don’t 
understand.  For those of us who take time to understand we are now 
being given a chance to attend after classes.  Such has never 
happened this year.  It is true that things have changed.”  
 
“We enjoy coming to class now, I am no more labelled.  In the past I 
thought that she hated me.  I am shocked that she knows my name.  
She now calls me by my name and seems to be taking care of us.” 
 
“We as old learners are now protected.  The young ones used to make 
fun of us and said that we are wasting their time by asking too many 
questions, and our teacher did nothing to protect us.  Now she calls 
them to order and I was impressed when she said that education is for 
all of us and that we must all feel free to ask questions and participate 
in class.  She even mentioned that AET is especially meant for us old 
learners, so we must be accepted and accommodated.  That was quite 
impressive.” 
 
If you feel that they do not accommodate you, what would you like them to 
do in order to accommodate all of you? 
It was evident that there was a difference between the teachers who participated 
in the study and those who were not part of the study.  Those who participated 
seemed to have improved in being accommodating compared to the others, and 
learners felt that the other teachers should be included in the study so that results 
of the whole Centre can improve.  If they change their behaviour, the learners will 
be motivated to attend classes, be on time, do their homework, have interest in 
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their work, accommodate one another, and respect one another.  They especially 
felt that the young ones must respect the older ones, and that the teachers must 
instil that principle in the minds of all the learners.  Teachers must also have time 
for every learner so that they may all feel important and accepted.  Learners 
mentioned that teachers must know their names.  They felt that there was 
favouritism because some learners were called by their names while the teachers 
did not even know their names.   
 
The following comments illustrate these points: 
 
“It is our wish that all teachers in the centre must be trained just like 
these others who attended the training (they were referring to the 
educators who were part of the study).  There is a huge difference.  If 
they are all trained results will improve in our centre and all learners 
will be motivated to attend classes.” 
 
“If the teacher does not respect us how can we respect one another?  
So, it must start with them.  These young ones must treat us as their 
parents and have patience with us.  This can be done if teachers teach 
them respect.” 
 
“Favouritism must stop, yes these other teachers must go back to 
college and be trained.” 
 
When the teacher is teaching, do you feel that you are part of the lesson?  
Do you fully participate? 
 
Learners indicated that the situation had changed.  In the past they were not part 
of the lesson; they were not given any opportunity to ask a question.  Some of 
the teachers felt intimidated when learners asked questions and learners did not 
feel like participating in the lesson.  These teachers were in so much of a hurry 
that they would present the lesson, then leave the classroom before the bell rang.  
The situation has now changed because the teacher (who attended training) does 
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provide room for questions.  Learners are now given an opportunity to participate 
in a question and answer session.  The following quotations bear out these views: 
 
“We need to be provided with the opportunity of asking questions in 
class so that we can feel that we are part of the lesson.” 
 
“Teachers, some of them, especially those who attended the training, 
do know how to treat us now.  We do ask questions when we don’t 
understand.” 
 
“All of us are accommodated in the same way.  We are all treated in a 
manner that we are supposed to be treated, a very respective 
[respectful] manner, all of us, the same way.”  
 
“The young learners are now respecting us.  We are not shy to 
participate in class.  They do not laugh at us as they used to.  We are 
enjoying coming to class.” 
 
Learners felt that the teachers who were participating in the study had been 
trained because they could see a great improvement in them compared to those 
who did not attend the training.  They all felt that every teacher must be trained.  
The researcher again emphasised that these teachers were part of the study, and 
that only five teachers from the Centre were participating in the study.  
 
They all requested that in future such studies must include all teachers because 
it is a great improvement in those teachers who participated.  They felt that five 
is just a drop in the ocean. For example, one learner asked the following question: 
 
“What is the point of including only five teachers in the study and leave 
44 of them all?  How can just five influence all the rest and how can 
they influence them?  It is really impossible.  All teachers need this 
training.  That will bring a change in our Centre and our results will 
definitely improve.” 
 
 CHAPTER 4: PARTICIPATORY ACTION RESEARCH AND THE DATA COLLECTION PROCESS 
159 
The researcher explained the purpose of the research to the learners and made 
it clear that it had been impossible to include all the teachers in the study. She 
promised them that after the study all teachers would be provided with feedback 
(the results) of the study and they would be assisted in improving their teaching 
practices and being inclusive in their teaching. Minutes were circulated for review. 
All learners agreed that the minutes were a true reflection of the meeting that took 
place. 
 
The learners who were leaving the Centre that year felt that this study should 
have been done long ago because it was time for them to leave the Centre and 
they were sure that they would have performed well in their final examinations if 
all the teachers had participated in such a study.  The following sentence 
indicates that: 
 
“I am very sure that my results would have been very good if our 
teachers were all participating in the study.  I am very sure I will give 
my teacher good results.  You will see, my results in Biology will be 
the best, I am sure about it.  You guys who are remaining are really 
lucky!” 
 
Table 4.2 presents an analysis of responses from the learners. 
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Table 4.2: Analysis of Learners’ Responses 
 
Practice Activities by 
teachers during 
action stage 
Indicators of inclusivity Supporting quotes from learner data 
Planning and 
inclusive 
teaching 
practices 
Giving learners 
individual attention 
 
Learners could learn in their own style 
and at the own pace. 
“One thing that I am sure about is that our teachers did not 
prepare themselves when they came to class.  They took us 
for granted.  Imagine teaching without any planning of 
lessons!  That’s an insult to me.  At least now it is clear that 
they do plan the lessons.”  
Planning of lessons 
before teaching 
All learners were accommodated and 
all their needs were addressed. 
“In inclusive teaching one must accommodate all the learners 
in your class and when you plan your lessons you must take it 
into consideration – even those learners who have 
challenges, they must be accommodated.” 
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Table 4.2 (Continue): Analysis of Learners’ Responses 
 
Practice Activities by 
teachers during 
action stage 
Indicators of inclusivity Supporting quotes from learner data 
Curriculum 
delivery 
practices 
Teachers gave 
different examples 
and used 
appropriate 
language 
Learners could relate examples to own 
experience and learn more 
“The way they are teaching now makes us understand very 
clearly.  I also like the different type of examples they use, 
they are so appropriate and they make us understand the 
subject matter” 
Teachers applied 
different teaching 
methods in their 
delivery of 
curriculum 
Methods influenced all learners 
positively when applied during teaching 
“What I like most is that we are now working and helping one 
another.  The best students are now able to assist us where 
we don’t understand.  We are a family now, oneness is the 
motto of our class.” 
There was 
cooperative 
teaching among 
teachers 
(collaboration) 
Learners were able to work with one 
another; there was cooperation among 
them 
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Table 4.2 (Continue): Analysis of Learners’ Responses 
 
Practice Activities by 
teachers during 
action stage 
Indicators of inclusivity Supporting quotes from learner data 
Classroom 
interaction and 
communication 
practices 
Teachers provided 
support to all 
learners and 
engaged every 
student. 
Learners could interact with one 
another and also with the teachers 
during the lessons.  Conversation to 
enhance learning took place. 
“Teachers, some of them, especially those who attended the 
training, do know how to treat us now.  We do ask questions 
when we don’t understand.” 
Teachers 
encouraged 
learners to respect 
one another 
regardless of age 
as well as to 
respect all 
teachers. 
Young learners now respected older 
ones and there was mutual respect 
among them as well as among them 
and the teachers  
“Then when you asked a question, they shouted at you as if 
we are small kids.  They said we were very slow and they 
focused on the younger learners.  This made these learners 
not to respect us.  At least it is better now, we feel that we are 
now taken care of, and we have gained respect for one 
another.” 
Learners were able to engage in 
constructive classroom discussions 
and the learning atmosphere was 
conducive to discussion. 
Learners were 
provided with 
positive feedback 
during learning. 
Learners were encouraged to respond 
in class and express themselves 
freely; feedback from the teachers 
motivated them to do so.   
“We as old learners are now protected.  The young ones 
used to make fun of us and said that we are wasting their 
time by asking too many questions, and our teacher did not 
to protect us.  Now she calls them to order and I was 
impressed when she said that education is for all of us and 
that we must all feel free to ask questions and participate in 
class.  She even mentioned that AET is especially meant for 
us old learners, so we must be accepted and accommodated.  
That was quite impressive.” 
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Table 4.2 (Continue): Analysis of Learners’ Responses 
 
Practice Activities by 
teachers during 
action stage 
Indicators of inclusivity Supporting quotes from learner data 
Learner 
participation 
and learner 
learning 
facilitation 
practices 
Learning material 
was presented in 
such a way that 
that it suited the 
learning style of 
each learner 
Learners participated because they 
were all accommodated and the 
learning styles that were used by 
teachers suited them. 
“Things have changed now, my teacher used to be so rude, 
she did not even care about us, especially the old ones, she 
never had patience, but now she explains to us if we don’t 
understand and we now have extra classes. 
Lesson plans were 
prepared in such a 
way that all 
learners were 
accommodated 
 
Teachers created a 
learning 
atmosphere that 
motivated learners 
to participate and 
express themselves 
Teachers treated all 
learners equally 
Teachers provided 
intervention 
strategies to assist 
slow learners. 
 
 
All learners were treated in the same 
way and were all given the opportunity 
to ask questions if they did not 
understand.  Freedom of speech was 
encouraged.  They all participated 
during teaching and learning. 
“Teahers, some of them, especially those who attended the 
training, do know how to treat us now.  We do ask questions 
when we don’t understand.” 
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Table 4.2 (Continue): Analysis of Learners’ Responses 
 
Practice Activities by 
teachers during 
action stage 
Indicators of inclusivity Supporting quotes from learner data 
Use of 
resources and 
media 
practices 
 
 
 
 
 
Appropriate 
examples were 
used to illustrate 
learning content to 
learners 
 
Learners could relate learning to their 
world of work.  When appropriate, 
examples were illustrated to them 
 
“What type of a school without teaching aids?  Nothing at all.  
They just came into the class, read the textbook and just 
leave.  Some did not even explain to us anything.  We are 
now catered for, resources are being used.” 
Ability to integrate 
resources in 
teaching 
The learners’ performance improved 
because they were assessed 
according to their abilities, and this 
stimulated learning 
“It really seemed that most of them taught what they didn’t 
know.  I wonder if our teachers are qualified, but lately some 
of them have improved, they are now better than before and 
we appreciate that they respond to us positively.” 
Learner 
performance 
monitoring/ass
essment 
practices 
Different types of 
assessment 
methods were used 
Teachers were able 
design and conduct 
site assessment on 
their own 
Assessment was 
tailored to the 
needs of each and 
every learner 
Feedback was 
provided to learners 
after completion of 
activities 
Learners were motivated and 
encouraged to learn, and class 
attendance increased 
“This motivates us and encourages us to attend to our 
classes and learn.” 
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Table 4.2 (Continue): Analysis of Learners’ Responses 
 
Practice Activities by 
teachers during 
action stage 
Indicators of inclusivity Supporting quotes from learner data 
Indicators of 
inclusive 
teaching 
practices 
Provided learners 
with the opportunity 
to learn on their 
own pace 
Learners’ commitments were taken 
into consideration and they were 
allowed to learn at their own pace. 
 
““What I enjoy the most is that we are now working and 
helping each another.  The top students are now able to 
assist us where we lack understanding.  We are a family 
now; oneness is the motto of our class.” 
 
Behaviour of 
learners were 
modified for 
effective teaching 
and learning 
Respect was promoted among 
learners and also among them and 
their teachers. 
“When you ask a question, they shout at you as if you 
are a small child.  They said that we were slow and 
focused their attention on the younger learners.  This 
made the younger learners disrespect us.  At least it is 
better now, we feel that we are now taken care of, and 
that we have gained respect for each another.” 
 
Daily lesson plans 
were thoroughly 
prepared 
There was interaction among the 
learners and the teachers, thus 
teaching and learning was enhanced 
“One thing that I am sure about is that our teachers did 
not come prepared to class.  They took us for granted.  
Imagine teaching without planning the lesson!  I felt that 
was an insult to me, at least now it is clear that they plan 
the lessons ahead of time.”  
 
Different teaching 
approaches and 
strategies was used 
Learners’ learned through different 
teaching approaches and strategies 
“The way they are teaching now improves my 
understanding.  I also like the different type of examples 
they use; they are so relevant and make us understand 
the subject matter.” 
 
 
 
 
 
 
 
 CHAPTER 4: PARTICIPATORY ACTION RESEARCH AND THE DATA COLLECTION PROCESS 
166 
Table 4.2 (Continue): Analysis of Learners’ Responses 
 
Practice Activities by 
teachers during 
action stage 
Indicators of inclusivity Supporting quotes from learner data 
Indicators of 
inclusive 
teaching 
practices 
Teachers 
encouraged 
communication, 
diversity, 
relationships and 
values in the class 
Learners communicated with one 
another in a respectful way and that 
promoted good relationships among 
them 
“The young learners now respect us.  We are not shy to 
participate in class.  They do not laugh at us as they 
used to.  We are enjoying coming to class.” 
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4.5 Reflection 
During the reflection stage, we as a team reflected on two aspects: 
 
• The processes of action research; 
• Our experiences with the study (inclusive practices). 
 
We arrived at a number of conclusions that could assist other teachers and 
centres if they were to embark on a similar project.  We reflected on a number of 
issues and all team members participated in the discussion. 
 
We reflected on the following issues: 
 
• All meetings held 
• Observation  
• Adoption of practices in the class 
• Interviews of teachers 
• Interviews of learners 
 
Questions were asked based on the issues mentioned, and the teachers 
responded to these questions.  The first question that was raised was based on 
the meetings which had been held during the research: 
 
“What can you say about the meetings which we held during our 
research?” 
 
Many of the team members felt that all the meetings went well, that members 
adhered to time and no one was absent because we all contributed to the 
compiling of the schedule.  For example, Mr Malapane said: 
 
“I am really impressed that all members were never absent, we were all 
committed to these meetings.  What really impressed me most was the fact that 
we all arrived early to our meetings.” 
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The team members also commented on the respect that the members displayed 
during our meetings.  Ms Maluleke responded as follows: 
 
“All our meetings went so smoothly, we respected one another’s 
views.  The chairperson directed the meetings very well.  All went 
well.” 
 
The second question was based on baseline observation and the observation to 
evaluate how inclusive practices are used.  It was evident that some of the 
teachers did not feel comfortable about being observed since it reminded them 
of the time they were still practising their teaching profession and feared that the 
team members would criticise them.  Ms Maluleke shared her feelings: 
 
“It was hard for me indeed.  I was so scared, that is why I did a lot of 
mistakes.  Teaching whilst all of you watching me was so difficult.  I 
think even my learners observed it, I saw some them laughing at me.  
You know how learners can be naughty sometimes, they mentioned it 
the next day.  It was embarrassing of me.” 
 
Mr Sibisi echoed the same sentiment by saying: 
 
“It feels so bad being observed by your own colleagues.  I felt so 
embarrassed even though I knew what was expected of me.  Maybe 
that is why I made so many mistakes in my lesson presentation.” 
 
Some participants appreciated that they were being observed because they felt 
that they had learned from others.  Mr Mekwa commented: 
 
“Observing others presenting their lessons taught me a great lesson.  
I have learnt a lot.  It is important to work in collaboration with your 
fellow colleagues.  I was impressed by the way Mr Malapane 
conducted his lesson and the confidence he had.  That was inspiring!” 
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The teachers developed confidence in their second observation.  They felt it was 
better than the first one.  Their lesson presentations were vastly different from the 
first ones observed.  It seemed that they understood what was expected of them.  
They indicated that there was indeed a difference in the teaching.  Mr Sibisi 
stated: 
 
“I was ready this time, I felt the confidence in me.  This time it was 
different from the last time.  I was sure of what I was doing.  I 
understood everything.  I really enjoyed this time.  I was confident this 
time.” 
 
In addition, on the issue of learners’ participation, Ms Maluleke commented: 
 
“You did a very good job, colleague, your learners were highly 
motivated.  I observed the way they participated during the lesson 
presentation.  They were highly motivated.” 
 
Most teachers felt that the process was well understood.  With regard to adopting 
the practices in class, the teachers felt that the presentation on IE played a major 
role.  They understood what was expected of them and the whole process went 
well.  Ms Nkonyane commented by saying: 
 
“I now enjoy teaching.  Thanks to this research study.  I thought I was 
a good teacher until my participation in the study.  Things have 
changed, I now implement what I have learned.” 
 
Commenting on the interviews teachers indicated that all went well.  Each and 
every one was given an opportunity to comment on issues.  No one dominated 
the interview.  Even the questions for the interview were clear and teachers 
understood them and knew what was expected of them.  Ms Nkonyane stated 
the following: 
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“The interview went so well.  I felt very free when I had to respond to 
some questions.  My colleagues were also there to respond to some 
questions.”  
 
Mr Malapane commented on the relevance of the questions: 
 
“What I liked about the interview is that the questions were relevant to our 
study.  It was possible for us to answer all questions.” 
 
The researcer then read the minutes of the learners’ interview which learners 
acknowledged was a true reflection of their responses to the teachers. They felt 
that it was embarrassing to hear what learners had said about them, and some 
were very disappointed because they were not aware of their own actions. 
According to them they thought that what they did was correct and in accordance 
with the policies of the Department of Education. 
 
Mr Mekwa commented: 
 
” I feel so embarrassed, I thought that I was a good teacher” 
 
Mr Sibannyoni echoed the same sentiment: 
 
“I fully agree with you my collegue, it is very sad, I also though that I was doing a 
great job and was in line with the policies. I feel very bad” 
 
They were all comforted after realising that at least their methods of teaching 
have improved and that learners were now satisfied with their new ways of 
delivering lessons and applying classroom management. 
 
Mr Maluleke commented: 
 
“Collegues, what comforts me the most is that we have learnt a lot now, we have 
improved, even the learners are acknowledging the fact that our methods have 
improved” 
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Mr Malapane added by stating the following:  
 
“What I like most is that our learners are now happy, and acknowledge the fact 
that the atmosphere is now conducive for them to learn.” 
 
At the end of this process the teachers requested that it should not signal the end 
of the meetings. They felt that the team should continue working together 
throughout the year since they had formed a bond from which it would be difficult 
to part.  I was requested to visit the Centre every month to monitor their progress 
as they intended to continue with these practices. The team would remain 
unchanged, with no additions to the group. 
 
Learners also felt that the study helped them to understand what they should 
expect from their teachers, and also what is expected of them.  They appreciated 
the fact that they were given an opportunity to voice their dissatisfaction with the 
system and their appreciation for what was happening in the centre.  
 
They were happy about the changes that had taken place and requested me to 
come again the following year to see whether there are any improvements.  
Those who were leaving the Centre were very disappointed; they wished that the 
study had been done while they were still attending classes at the Centre.  Table 
4.3 summarises the outcome of the analysis of the reflection stage by both 
teachers and learners. 
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Table 4.3: Summary of reflective changes from teachers 
 Before study Changes after the study Supporting quote  
Planning for 
inclusive class 
The planning for an 
inclusive class was 
not properly done by 
teachers as they did 
not even compile 
learner IEPs. 
Teachers’ reflections indicate that they 
realised that planning for an inclusive 
class was important.  First, they need to 
do an analysis of learners’ barriers in the 
class and then do individual planning for 
differentiation. 
Mr Malapane:  
“In inclusive teaching one must accommodate all the 
learners in your class and when you plan your lessons 
you must take it into consideration even those learners 
who have challenges, they must be accommodated.” 
Ms Sibanyoni:  
“Yes, a plan must be developed to support each adult 
learner in order that each specific barrier must be 
addressed 
Curriculum 
delivery  
Different teaching 
methodology was 
not applied and 
there was no 
collaboration by 
teachers. 
By applying different teaching methods, it 
was evident that learners were 
influenced positively.  Cooperation 
among learners was enhanced due to 
teachers having set a good example to 
learners 
Ms Maluleke:  
“We need to have the appropriate approach and apply 
different teaching methods when we teach, and that 
approach is called a practice.  We cannot just go to class, 
especially in these diverse classes, without having the 
right beliefs, values and attitudes.” 
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Table 4.3 (Continue): Summary of reflective changes from teachers 
 Before study Changes after the study Supporting quote  
Classroom 
interaction and 
communication 
Learners were not 
engaged during the 
lesson.  The teacher 
did not allow 
learners to 
participate and ask 
questions.  Learners 
did not respect 
teachers and other 
learners.  No 
positive feedback 
was provided to 
learners 
Teachers reflected that enhancing 
dialogical conversation for learning was 
important.  This promoted respect among 
learners and constructive learning took 
place in the class 
Ms Nkonyane: 
“An active class is an indication of an inclusive classroom.  
All learners must be engaged, both slow and active 
learners, but they must do this with respect.” 
Learner 
participation 
The way the lesson 
plans were 
presented, they did 
not promote any 
participation by the 
learners, they were 
not accommodative 
for learners and a 
positive atmosphere 
was not created for 
learning to take 
place 
Teachers ensured that the learning 
material must be presented in an 
appealing way because they realised 
that by so doing full participation is 
promoted. 
Learners expressed themselves freely 
Mr Malapane:  
“We need to thoroughly prepare our lessons so that the 
learners can participate in class.  No lesson plan means no 
participation.” 
Use of 
resources and 
media 
Appropriate 
examples were not 
used to illustrate 
learning content 
Teachers reflected that using appropriate 
examples to illustrate learning content 
made learning meaningful to the 
learners’ world of work 
Mr Mekwa:  
“These are adults and not children, for effective learning to 
take place we must use appropriate examples in our 
teaching which illustrates learning content relate to their 
work of world” 
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Table 4.3 (Continue): Summary of reflective changes from teachers 
 Before study Changes after the study Supporting quote  
Learner 
performance 
and 
assessment 
 
 
 
 
Teachers did not 
provide any positive 
feedback to 
learners. 
Teachers realised that if they provide 
positive feedback, learners are 
encouraged and motivated to learn. 
 
Mr Mekwa 
“I would be using only class-works and tests.  That’s all that 
I know when it comes to assessment.  At least I can now 
design my own site-based assessment.” 
It was evident that 
teachers were not 
assessing learners 
according to their 
needs 
Learning was stimulated and learners 
were very enthusiastic in learning 
Ms Nkonyane:  
“It is unacceptable and unfair to learners not to be provided 
with feedback for their hardwork.  This will motivate them to 
respond positively to learning and will encourage them to 
attend classes regularly.” 
Teachers were 
using a single 
method of 
assessment 
By using a variety of assessment 
methods, inclusive learning was 
stimulated and learner performance 
improved 
 
Teachers could now design and conduct 
their own site assessment 
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Table 4.3 (Continue): Summary of reflective changes from teachers 
 Before study Changes after the study Supporting quote  
Indicators of 
inclusive 
teaching 
 
 
 
 
 
 
Teachers did not 
initiate self-directed 
learning 
Learners were learning at their own pace 
because most of them had many 
commitments 
“We as old learners are now protected.  The young ones 
used to make fun of us and said that we were wasting their 
time by asking too many questions, and our teacher did 
nothing to protect us.  She now calls them to order, and I 
was impressed when she said that education is for all us 
and that we must all feel free to ask questions and 
participate in class.  She even mentioned that AET is 
especially meant for us old learners, so we must be 
accepted and accommodated.  That was quite impressive.” 
 
 
Learners’ behaviour 
was not modified; 
that is why they 
lacked discipline 
and respect 
By modifying learners’ behaviour respect 
among learners and teachers, and also 
among themselves was promoted 
Different 
approaches to 
learning were not 
used. 
Discipline was maintained and learners 
were highly motivated. 
Learners were not 
encouraged to 
communicate 
among themselves. 
Learners were able build good 
relationships among themselves and 
were free to communicate among 
themselves. 
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Table 4.4 provides a summary of the changes identified from the reflections of the learners. 
 
Table 4.4: Summary of changes from learners’ reflection 
Learner 
participation 
The participation of 
learners seemed 
minimal before the 
study as most 
learners were not 
engaged during 
lessons. 
The learners’ reflections seem to show 
that there was an increase in learner 
participation.  For instance more learners 
answered questions during the lessons. 
“The young learners are now respecting us.  We are not shy 
to participate in class.  They do not laugh at us as they used 
to.  We are enjoying coming to class.” 
 
Responses in the learners’ workbooks (classwork books) 
indicated that learners indeed participated in the classroom  
Learner 
assessment  
The assessment of 
learners was hardly 
varied with teachers 
applying the same 
kind of assessment 
for all learners. 
The learners’ reflections showed that 
when the teacher used a variety of 
assessment strategies learners 
performed well.   
Mark schedules showed an increase in learner scores 
Classroom 
communication 
The atmosphere in 
the classroom was 
not conducive to 
learning as young 
learners did not 
respect old ones 
and communication 
between them was 
not encouraged. 
Learners were motivated and 
encouraged to express themselves.  
There were no more signs of 
intimidation.  They were free to express 
themselves.   
“We as old learners are now protected.  The young ones 
used to make fun of us and said that we are wasting their 
time by asking too many questions, and our teacher did not 
to protect us.  Now she calls them to order and I was 
impressed when she said that education is for all us and that 
we must all feel free to ask questions and participate in 
class.  She even mentioned that AET is especially meant for 
us old learners, so we must be accepted and 
accommodated.  That was quite impressive.” 
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Table 4.4 (Continue): Summary of changes from learners’ reflection 
Learner 
interaction 
(Collaboration) 
Learners did not 
work together and 
there was no spirit 
of togetherness. 
Learners assisted one another and there 
was a cooperative relationship among 
them. 
“What I like most is that we are now working and helping 
one another.  The best students are now able to assist us 
where we don’t understand.  We are a family now, oneness 
is the motto of our class” 
Self-directed 
learning 
Teachers did not 
have patience in 
teaching adult 
learners.  They were 
rushed in order to 
complete the 
syllabus without 
taking into 
consideration 
whether the learners 
understood the 
teacher or not. 
Learners were provided with an 
opportunity to learn at their own pace.   
“Things have changed now, my educator used to be so 
rude, she did not even care about us, especially the old 
ones, she never had patience, but now she explains to us if 
we don’t understand and we now have extra classes.” 
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Table 4.4 (Continue): Summary of changes from learners’ reflection 
Modification of 
behaviour 
Teachers did not 
display good 
morals and values.  
They shouted and 
quarrelled among 
themselves in the 
presence of the 
learners. 
Teachers changed their behaviour.  
They now respect learners and their 
own colleagues.  Their attitude towards 
learners became positive and they were 
tolerant towards them. 
“Then when you asked a question, they shouted at you 
as if we are small kids.  They said we were very slow 
and they focused on the younger learners.  This made 
these learners not to respect us.  At least it is better 
now, we feel that we are now taken care of, and we 
have gained respect for one another.” 
 
 
“I was thrown out of the class because I corrected my 
educator on what he was teaching wrongly, he was so 
annoyed and he shouted at me and said I should have 
been a teacher if I was clever enough 
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4.6 CONCLUSION 
In this chapter, the focus was on the PAR process.  The different stages and 
phases were discussed.  The first stage was the planning stage where permission 
to conduct the research was requested and granted by the DoE.  During this 
stage, the research group was elected.  Lastly, the relevant ethical matters were 
discussed and my role as a researcher was clarified.  
 
In the second stage, the team observed the current practices where a pre-
planned observation schedule was drawn by the team, using literature.  
Thereafter further observation was done to evaluate how these practices are 
applied.  Then teachers were interviewed using a semi-structure interview to 
gather evidence on how observed practices could be developed to facilitate 
inclusive adult teaching and learning. 
 
The next stage that was completed was the action stage where the research 
group identified practices that have potential to facilitate inclusive teaching and 
learning in an AET classroom context and adopt them in facilitating learning.  
Adult learners were interviewed to determine their perspective on practices 
adopted to facilitate teaching and learning.  Lastly, the research group reflected 
on the PAR processes and, after much consideration, arrived at interpretations 
followed by a number of conclusions that could assist in the use of action 
research as a methodology.  
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CHAPTER 5: ANALYSIS AND FINDINGS FROM 
PARTICIPATORY ACTION RESEARCH 
5.1 Introduction 
A report on the analysis of the data as it was done by the research team is 
presented in this chapter.  Data were collected using semi-structured interviews, 
participant observations, and documentary analysis and focus group interviews 
during PAR.  Reflective meetings were held to discuss every PAR stage and 
minutes were kept.  The research group also kept the research diaries (journals).  
 
In this chapter, the analysed data are presented, and the analytic conclusions, 
drawn from the themes identified by the research group after a close study of the 
data, are communicated in a manner that addresses the aims of the PAR as 
planned and envisaged by the research team.  The analysis is therefore 
presented according to the different PAR stages.  Cross-references are made to 
Chapter 4 in which the data were presented, and statements by the participants 
are quoted in support of the analytic claims made. 
 
5.2 The Outline of the Chapter 
The figure presented below outlines the logical flow of Chapter 5.  
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Figure 5.1: Outline of Chapter 5 
 
5.3 The Process of Analysis 
In this study, the data were interpreted in stages as the research progressed.  
Activities were carried out as planned for the action research and then group 
interpretive meetings were held after each phase.  The meetings took the form of 
discussions and the minutes of all the meetings were taken by the secretary of 
the volunteer research group and afterwards verified by all other members to 
check whether they were a true reflection of the deliberations. No contestation of 
the minutes was regarded as an agreement.  The interpretive discussions were 
chaired by an elected chairperson.  
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The logical flow of the chapter is as follows: 
5.1 Introduction 
5.2 The outline of the chapter 
5.3 The process of analysis 
5.4 Objective 1: To determine how teachers conceptualise inclusive teaching within the 
adult education context 
5.4.1 Inclusive education 
5.4.2 Inclusive classroom 
5.4.3 Inclusive practice 
5.4.4 Inclusive teaching 
5.5 Objective 2: To identify practices of teaching adult learners with diverse needs in AET 
institutionsand to find out to what extent they are inclusive 
5.6 Objective 3: To develop guidelines or conceptual framework on how teaching in AET 
institutionscould be made more inclusive 
5.6.1 Planning for inclusive education 
5.6. 2 Enhancing learner participation 
5.6.3 Inclusive curriculum delivery 
5.6.4 Class interaction and communication 
5.6.5 Use of resources and media 
5.6.6 Assessment of adult learners 
5.6.7 Creating an inclusive culture in an adult centre 
5.7 Conclusion 
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The analysis was aimed at determining the attainment of the following action 
research objectives: 
 
• To determine how teachers conceptualise inclusive teaching within the 
adult education context; 
• To explore practices of teaching adult learners with diverse needs in AET 
institutions and to find out to what extent they are inclusive; 
• To develop guidelines/conceptual framework on how teaching in AET 
institutions could be made more inclusive. 
 
Data from observations, focus group interviews, interviews and our reflection 
diaries were first transcribed and then read to the research group in the course 
of the meetings.  Themes were determined from the data by using the aim of the 
participatory action-research stage as a guiding framework.  Quotations were 
assigned to the themes and meanings derived by critical discussions.  Finally, in 
the other stages, our analyses were less thematic but inductively interpretive in 
the sense that we made analytic comparisons of meanings to arrive at our 
interpretive conclusions. 
 
The results of research team group interpretive meetings are presented in 
response to the aim of each action research objective. 
 
5.4 Objective 1: To Determine how Teachers Conceptualise 
Inclusive Teaching within the Adult Education Context 
The main aim of the analysis here was to define the salient terms and also to 
conceptualise the construct IE.  The transcripts were read, key words from the 
quotations were highlighted and themes were deduced from them.  Our analysis 
of the data from this PAR stage generated various themes with regard to our 
understanding of the concepts of IE, inclusive classroom, inclusive practice and 
inclusive teaching. 
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5.4.1 Inclusive education 
The research team held an intense discussion on the concept of IE.  Then after 
having analysed it, the following themes were identified: acknowledging that all 
can learn and that all need support, and recognising and respecting the 
differences among all learners and building on the similarities.  The Table 5.1 
summarises the salient features of teachers’ conceptualisation of IE in an adult 
education context. 
 
Table 5.1 Conceptualisation of Inclusive Education 
Theme  Analysis results  Cross-reference 
section  
Acknowledging 
that all learners 
can learn 
The analysis indicated that the focal point of all the 
definitions is all learners.  In conceptualising IE, team 
members emphasised that IE is about all learners and 
there is no discrimination.  This is evident from the 
following: all can learn; all need support; recognising 
and respecting the differences among all learners and 
building on the similarities of all of them. 
However, some of the team members felt that it was a 
waste of time to teach both old and young adults in the 
same class, and that they need to be separated. Then 
after an intense discussion, teachers agreed that the 
older lerners and the younger learners should not be 
separated. They should all be accommodated in one 
class to encourage mutual respect and tolerance.  
 
Chapter 4, section 
4.3.1.2, subsection A 
Recognising and 
respecting the 
differences among 
all learners and 
building on the 
similarities 
The analysis suggested that IE is about recognising and 
respecting differences among all learners and building 
on the similarities.  At this point, the team members had 
an argument about the huge number of learners in the 
classrooms and they contended that it is impossible for 
a teacher to recognise and know every learner in the 
class.  However, after some deliberations they agreed 
that regardless of the overcrowding in the classroom 
every learner needs to be recognised and be respected. 
Chapter 4, section 
4.3.1 2, subsection A. 
 
 
5.4.2 Inclusive classroom 
Table 5.2 below reflects our analysis that was aimed at conceptualising the notion 
of an inclusive classroom.  Five themes were identified, as shown in the table. 
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Table 5.2 Conceptualisation of the Inclusive Classroom 
Theme Analysis results Cross-reference 
section  
An inclusive 
classroom is a 
place where all 
learners are integral 
members of 
classrooms and feel 
a connection to 
their peers 
It is evident from the analysis that the team agreed 
on the fact that in an inclusive class all learners are 
integral members of the class.  The emphasis was 
on all learners.  It was agreed that no learner must 
be discriminated and they must feel a connection to 
their peers.  It is the responsibility of the teacher to 
promote and facilitate this process.   
Chapter 4, section 
4.3.1.2, subsection D 
In an inclusive 
classroom all 
learners have 
access to rigorous 
and meaningful 
general education 
curricula and 
receive the 
collaborative 
support to succeed 
The analysis indicated that teachers agree that in an 
inclusive classroom learners have access to a 
rigorous and meaningful general education 
curriculum.  When one teacher pointed out this fact 
they all agreed and no one differed.  They added that 
in an inclusive classroom all learners must receive 
the collaborative support to succeed.  The teachers 
repeatedly emphasised the inclusion of all learners, 
and not only some of them. 
Chapter 4, section 
4.3.1.2, subsection D 
In an inclusive 
classroom 
students, both with 
and without 
disabilities, learn 
together. 
Some teachers felt that in an inclusive class all 
learners, both with and without disabilities, can learn 
together.  Some teachers were not in favour of 
having both types of learners in the same classroom.  
After some deliberations, all team members 
concluded that if these learners were separated then 
that would not be an inclusive class.  They finally 
agreed that all learners, both with and without 
disabilities, should learn together.  They further 
agreed that an inclusive class is essentially the 
opposite of a special education classroom, where 
students with disabilities only learn with other 
students with disabilities. Hence an agreement was 
reached that both old and young adult learners 
should be accommodated in one class. 
Chapter 4, section 
4.3.1.2, subsection D 
In an inclusive 
classroom teachers 
and learners work 
together to create 
and sustain an 
environment in 
which everyone 
feels safe, 
supported, and 
encouraged to 
express her or his 
views and 
concerns. 
All team members agreed that there should be a 
good relationship between teachers and learners in 
an inclusive classroom.  They all agreed that the 
learning environment must be safe and learners 
must be supported and encouraged to express their 
views and concerns without any favouritism.  They 
further all agreed that they themselves should work 
in a safe environment so that teaching and learning 
can take place. 
Chapter 4, section 
4.3.1.2, subsection D 
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Table 5.2 (continue): Concetualisation of the Inclusive classroom 
 
Theme Analysis results Cross-reference 
section  
In an inclusive 
classroom learners 
need to be active 
and not passive. 
All teachers believed that a classroom where 
learners are passive is not an inclusive class.  The 
team believed that it is the duty of the teacher to 
facilitate this process and initiate it.  Teachers must 
always ask learners questions in class to ascertain 
whether they understand.  Sometimes learners must 
be given tasks to do and then present them in class.  
Teaching and learning must not be a one man show 
where the teacher is the only one who is active.  
Learners must also be given an opportunity to be 
active and participate. 
Chapter 4, section 
4.3.1.2, subsection D 
 
 
5.4.3 Inclusive practice 
We focused next on analysing the concept of inclusive practice.  There was 
intense deliberation on this concept as some teachers felt inclusive practice and 
inclusive teaching are the same.  They argued that these concepts cannot be 
separated in any way.  They strongly believed that to teach is to practise, and 
that what they are doing in class is practising their profession.  Table 5.3 shows 
that our analysis was aimed at conceptualising the notion of inclusive practice: 
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Table 5.3 Conceptualisation of Inclusive Practice 
Theme Analysis results Cross-reference 
section  
Recognition of 
diversity 
Inclusive practice is an approach to teaching that 
recognises the diversity of students, enabling all 
students to access course content, fully participate in 
learning activities and demonstrate their knowledge 
and strengths at assessment. 
Chapter 4, section 
4.3.1.2, subsection C 
Totality of beliefs, 
values and 
attitudes 
An appropriate approach is needed when teaching 
takes place, and that approach is called a practice so 
there is no way that a teacher can simply go to class, 
especially diverse classes, without having 
appropriate values, beliefs and attitudes about 
teaching and learning.   
Chapter 4, section 
4.3.1.2, subsection C 
Inclusive culture  Inclusive practice is an emergent process: rather 
than offering an alternative to existing habits, it builds 
on existing best practice and develops different 
action that eventually transforms culture.  It is vital 
that inclusive practice is not understood as a tool to 
‘mainstream’ the difficult or the needy. 
Chapter 4, section 
4.3.1.2, subsection C 
 
 
5.4.4 Inclusive teaching 
Table 5.4 presents the results of an analysis of the conceptualisation of inclusive 
teaching. 
 
 
 
 
 
 
 
 
 
 
 
 
 
CHAPTER 5: ANALYSIS AND FINDINGS FROM PARTICIPATORY ACTION RESEARCH 
 
187 
Table 5.4 Conceptualisation of Inclusive Teaching 
Theme Analysis results Cross-reference 
section  
In inclusive teaching 
all learners must be 
accommodated in the 
lesson plan 
regardless of 
differences 
 It seems evident that in the planning of the lesson 
teachers must accommodate all learners 
irrespective of their challenges.  Even when it comes 
to the method of teaching, all learners must be 
accommodated.  The teachers emphasised that the 
adult class is constituted of both young and old adult 
learners, so that must be taken into consideration 
during the planning and the presentation of the 
lesson.  However, some of the teachers felt that 
young adult learners must be separated from the old 
ones.  They argued that it is difficult to teach both in 
one class, because the old ones take a lot of time to 
grasp what is being taught the young ones. 
Chapter 4 section 
4.3.1.2, subsection 
B 
Role of learners in 
teaching  
All learners must participate and be actively 
involved, i.e. they must all take part in learning. 
Learning must be more meaningful to all learners. 
Through teaching, learners must be encouraged to 
contribute to their own learning. 
Chapter 4 section 
4.3.1.2, subsection 
B 
Pedagogical choices 
by teachers 
The lesson plans must accommodate both young 
and old and their social, emotional and physical 
needs must be taken into consideration. 
The teaching methods and teaching styles must be 
suitable for both kinds of learners.  Teachers require 
the knowledge and skills to inform the decisions they 
make about their practices. 
Chapter 4, section 
4.3.1.2, subsection 
B 
Non-segregating or 
discriminatory  
All learners must be accommodated and their needs 
must be met. 
No learner must be excluded, either accidentally or 
intentionally, from opportunities to learn. 
Chapter 4, section 
4.3.1.2, subsection 
B 
 
 
5.5 Objective 2: To identify practices of teaching adult learners 
with diverse needs in AET institutions and to find out to what 
extent they are inclusive 
This section reports on the analysis by the research team to identify, use and 
gather evidence of inclusivity of teaching practices in an adult education context.  
The practices were discussed, observed and applied in the classrooms for three 
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months and evidence was gathered as to how inclusive are they and how they 
could be made more inclusive (if necessary).  Table 5.5 below summarises the 
practices identified as being adopted in teaching and adapted further from the 
context by teacher researchers. 
 
Table 5.5: Summary of inclusive teaching practices 
Area of Practice Practice How the practice was 
applied  
Cross-reference 
section  
Planning for 
inclusive class 
Inclusive planning 
Compilation of learner 
IEPs 
Teachers planned lessons 
based on the analysis of 
barriers present in their 
classes. 
Teachers’ individual 
planning for differentiation 
Chapter 4, section 
4.3.2.3, subsection 
A 
Curriculum delivery  Varying teaching 
methodology 
Use of teaching 
strategies 
 
 
Cooperative teaching 
(teacher collaboration) 
Various teaching methods 
were applied so as to 
influence learners in a 
positive manner. 
 
Teachers set a good 
example to learners 
working together in 
collaboration.  This in turn 
enabled learners to 
accommodate one another 
and sustain good 
relationships. 
Chapter 4, section 
4.3.2.3, subsection 
B 
Classroom 
interaction and 
communication 
Interactive teaching 
method 
Open and appropriate 
use of language  
Constructive discussions 
were stimulated by 
teachers in the classroom; 
this encouraged 
communication among 
learners and also with the 
teachers.  Communication 
was based on respect; 
hence the use of an 
appropriate language.  
All learners were engaged 
during the lesson, and this 
enhanced conversation 
during learning. 
Chapter 4, section 
4.3.2.3, subsection 
C 
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Table 5.5 (Continue): Summary of inclusive teaching practices 
Area of Practice Practice How the practice was 
applied  
Cross-reference 
section  
Learner 
participation 
Types of learning tasks 
for learners 
Enhancing group and 
individual learning styles 
for the learners 
Creating a positive 
environment for learning 
For learner participation to 
take place, teaching 
materials are presented in 
such a way that they 
appeal to the learning 
styles of learners.  An 
environment that was 
conducive to learning was 
created to encourage and 
motivate learners to 
express themselves freely 
and participate in 
classroom activities. 
Chapter 4, section 
4.3.2.3, subsection 
C 
Use of resources 
and media 
Use of appropriate 
examples during 
teaching 
Appropriate examples were 
used to illustrate learning 
content so that learning 
could be related to the 
learners’ world of work. 
Chapter 4, section 
4.3.2.3, subsection 
E 
Learner 
performance and 
assessment 
Diversifying the 
assessments methods 
and tailoring the 
assessment according to 
the needs of every 
learner 
Creativity among 
learners in designing and 
conducting site-based 
assessment 
Learner performance was 
improved by making use of 
a variety of assessment 
methods.  Furthermore, 
assessment was tailored to 
the needs of all learners in 
order that learning could 
take place  
Chapter 4, section 
4.3.2.3, subsection 
F 
Creating an 
inclusive culture 
Adopting inclusive 
values, beliefs and 
attitudes such as 
tolerance and respect  
Inclusive beliefs, values 
and attitudes were 
adopted. Most learners 
learnt to tolerate each 
other and learned to 
respect their classmates, 
particularly the young 
learners. The young 
learners used to make fun 
of the old learners and said 
that they were wasting their 
time by asking too many 
questions, and their 
teachers did nothing to 
protect them.  The 
teachers now call the 
young learners to order 
and the the old learners 
feel free to ask questions.   
Chapter 4, section 
4.3.2.3, subsection 
C 
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5.6 OBJECTIVE 3: To develop guidelines or conceptual 
framework on how teaching in AET institutions could be made 
more inclusive 
This section discusses the guidelines or conceptual framework for inclusive 
teaching in AET institutions.  First, the principles involved are highlighted; then, 
based on the results of action research, these guidelines are discussed. 
The following principles formed the basis for the framework: 
 
• Planning for the inclusive class 
• Enhancing learners’ participation 
• Curriculum delivery 
• Class interaction and communication 
• Use of resources and media 
• Assessment of adult learners 
• Creating an inclusive culture in an adult centre 
 
The principles above are discussed in relation to the outcome of the analysis in 
Chapters 4 and 5.  This is done by indicating how the principles could be applied 
in an adult education context. 
 
5.6.1 Planning for inclusive education 
Based on the discussion of the result of action research, it appeared as though 
that inclusive teaching in AECs must be characterised by proper planning.  The 
identification of barriers to learning is crucial for teacher planning and 
preparedness to respond to the needs of all adult learners in the classroom.  It 
would be beneficial to the adult learners if an IEP were prepared for each one as 
it would enable teachers to respond to the learners’ individual needs (see section 
4.3.2.3 subsection A and 5.4.4). 
 
5.6.2 Enhancing learner participation 
The results of action research showed that learners’ participation during teaching 
and learning must be enhanced.  It is of utmost importance to present the learning 
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material in a way that appeals to the learners’ various learning styles, since such 
an approach will encourage learners to participate and to be active in class.  To 
encourage full participation, the lessons must be prepared in such a way that all 
learners can be accommodated and the atmosphere must be conducive to 
teaching and learning (see section 4.3.2.1 subsection C and 5.4.2). 
 
5.6.3 Curriculum delivery 
The data suggested that application of a variety of teaching methodologies 
influenced the learning of all learners in a positive manner.  Teachers noted that 
in order to do this, they need to collaborate in setting a good example to the 
learners.  Moreover, by setting a good example to them, cooperation among 
teachers and learners will be enhanced (see section 4.3.2.1 subsection B and 
5.5). 
 
5.6.4 Class interaction and communication 
The results of the research action showed that for learners to be able to interact 
in the class, they need to be engaged during teaching and learning.  They must 
be encouraged to communicate with teachers as well as among themselves.  It 
is important for teachers to stimulate constructive discussion during teaching so 
that inclusive learning can be sustained and be effective (see section 4.3.2.1 
subsection D and section 5.4.4). 
 
5.6.5 Use of resources and media 
The results of the action research suggested that it is very important for teachers 
to do research and to make use of the media since inclusive teaching cannot be 
effective without using appropriate examples that illustrate the learning content.  
The purpose of utilising appropriate examples is to relate learning to the learners’ 
world of work.  Through such meaningful learning learners will be motivated and 
encouraged to learn (see section 4.3.2.1 subsection E and section 5.5). 
 
5.6.6 Assessment of adult learners 
It was evident from the action research that teachers need to assess learners in 
order to ascertain whether the learners understood the content that was taught.  
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For inclusive learning, teachers must not use one method of assessment only, 
but a variety of assessment involving cooperative learning, group work, peer 
tutoring and collaborative problem-solving.  The use of different types of 
assessment enhances inclusive learning and learners’ performance.  It also 
enhances teachers’ skills of creativity in designing and conducting site 
assessment.  Learner assessment should be tailored according to the needs of 
each learner because such an approach stimulates learning (see section 4.3.2.1 
subsection F and section 5.5). 
 
5.6.7 Creating an inclusive culture in an adult centre 
Based on the results of the action research, an inclusive attitude to beliefs, values 
and attitudes was adopted.  An inclusive culture of tolerance was instilled in the 
learners.  They were encouraged to tolerate one another and they learned to 
respect one another; this was especially evident in the young learners’ attitude to 
the older learners.  Learners respected their teachers and this created an 
inclusive culture in the adult centre (see section 4.3.2.1 subsection C and section 
5.4.3) 
 
5.7 Conclusion 
A brief summary of the analysis of the data collected was provided in this chapter.  
The themes and the critical stance I maintained in the study were also discussed.  
Teachers were excited and motivated by the study and it greatly improved their 
teaching practices.  
 
The findings and highlights of the major implications are discussed in the next 
chapter.  
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CHAPTER 6: DATA ANALYSIS  
 
6.1 Introduction 
This chapter presents the outcome of data analysis.  The themes derived from all 
sets of data collected during the PAR process are discussed in relation to how 
they answered the research questions.  Therefore, the themes are presented 
according to each research question.  The outline of this chapter is provided 
below: 
 
6.2 The Outline of the Chapter 
Figure 6.1 below outlines the logical flow of Chapter
CHAPTER 6: DATA ANALYSIS 
The logical flow of the chapter is as follows: 
6.1 Introduction 
6.2 The outline of the chapter 
6.3 Harvesting themes from data 
6.3.1 How teachers in the Gauteng East District conceptualise inclusive education 
within an adult education context 
6.4 Themes for research question: Which teaching practices teachers in AET 
institutions use in teaching adult learners with diverse needs and which of those 
are inclusive? 
6.4.1 Planning teaching (lesson planning and teaching design) 
6.4.2 Enhancing learner participation 
6.4.3 Inclusive curriculum delivery 
6.4.4 Class interaction and communication 
6.4.5 Use of resources and media 
6.4.6 Assessment of adult learners 
6.4.7 Creating an inclusive culture in an adult centre 
6.5 Themes for research question: How teaching practices within AETinstitutions 
could be made more inclusive 
6.5.1 Planning teaching (lesson planning and teaching design) 
6.5.2 Enhancing learner participation 
6.5 3 Inclusive curriculum delivery 
6.5.4 Class interaction and communication 
6.5.5 Use of resources and media 
6.5.6 Assessment of adult learners 
6.5.7 Creating an inclusive culture in an adult centre 
6.6 Conclusion  
Figure 6.1: Outline of Chapter 6 
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6.3 Harvesting Themes from Data 
Themes from data collected are discussed next. 
 
6.3.1 Research question: How teachers in the Gauteng East District 
conceptualise inclusive education within an adult education context 
The conceptualisation of IE by teachers in the GED is discussed here with 
reference to four concepts: inclusive education, inclusive classroom, inclusive 
practice and inclusive teaching.  Each concept will be discussed with reference 
to themes harvested in the data and cross-referenced to Chapters 4 and 5 
accordingly. 
 
Inclusive education 
• Theme 1 – Acknowledging that all learners can learn 
The analysis indicated that the focal point of all the definitions is all learners.  In 
conceptualising IE the study has confirmed that IE is about all learners and there 
should not be any discrimination: all learners can learn; all need support; the 
differences among all learners must be respected and teachers must build on 
their similarities (see 5.4.1). 
 
• Theme 2 – Recognising and respecting the differences among all 
learners and building on the similarities 
The analysis showed that the focus is on the learners.  The study confirmed that 
in IE, differences among learners must not only be recognised but they must also 
be respected.  The analysis also highlighted that it is the duty of all teachers in IE 
to build similarities among learners.  All learners must be taken into consideration 
and not only some of them (see 5.4.1). 
 
Inclusive classroom 
• Theme 1 – An inclusive classroom is a place where all learners are 
integral members of classrooms and feel a connection to their peers 
An inclusive classroom, as indicated by the analysis, is a place where all learners 
feel that they are a part of the class; they do not feel isolated.  Learners in an 
inclusive classroom feel that they are connected to their fellow classmates.  The 
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analysis highlighted that the teacher must create such a positive and beneficial 
environment, thus making sure that no learner feels neglected (see 5.4.2).  
 
• Theme 2 – An inclusive classroom is a place where all learners have 
access to rigorous and meaningful general education curricula and 
receive the collaborative support to succeed 
The analysis indicated that the focal point of this definition is both the learners 
and the teachers.  The study confirmed that with regard to learners, an inclusive 
classroom is a place where all learners have access to general education 
curriculum.  The teachers, according to the analysis, must make sure that the 
curriculum is meaningful to learners so that they can be encouraged and 
motivated to learn.  The analysis further pointed out that learners must receive 
collaborative support.  This support will initiate their learning and they will 
succeed (see 5.4.2). 
 
• Theme 3 – An inclusive classroom is a place in which students, both with 
and without disabilities, learn together 
It was evident from the analysis that the study confirmed that an inclusive class 
includes learners with as well as without disabilities.  According to the study, as 
indicated by the analysis, they all learn together.  No learner feels discriminated 
against; they all accommodate one another and the teachers make learning 
contents more accommodative to all learners (see 5.4.2). 
 
• Theme 4 – An inclusive classroom is a place where teachers and learners 
work together to create and sustain an environment in which everyone 
feels safe, supported, and encouraged to express her or his views and 
concerns 
It was clear from the analysis that the focus of the study was on the teachers and 
the learners.  Both must work together in an inclusive class.  The environment 
must be safe for teaching and learning to take place.  The study indicated that 
the environment must enable teachers to encourage learners to express their 
views and concerns without any fear of being intimidated by either their peers or 
by the teachers (5.4.2). 
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• Theme 5 – An inclusive classroom is a place where learners need to be 
active and not passive  
The analysis showed that the study conceptualised the inclusive classroom as a 
place where all learners are active.  The study confirmed that the place and 
activities must enhance learners’ participation and active involvement in 
classroom activities.  The analysis indicated that teachers must create an 
environment that is conducive to learning and that all learners must be given an 
opportunity to participate in classroom activities (see 5.4.2). 
 
Inclusive practice  
• Theme 1 – Recognition of diversity 
The analysis revealed that, in conceptualising inclusive practice, the diversity of 
learners was recognised in the study.  Teachers created a beneficial environment 
for learners to participate freely, hence the diversity of learners was recognised.  
All learners must be involved in learning and all must be recognised (see 5.4.3). 
  
• Theme 2 – Totality of beliefs, values and attitudes 
The analysis showed that the study confirmed that IE comprises a totality of 
beliefs, values and attitudes.  Teachers must, according to the study, instil these 
beliefs, values and attitudes in the learners; they must therefore set a good 
example to the learners (see 5.4.3). 
 
• Theme 3 – Inclusive culture 
In analysing inclusive practice, it became clear in the study that it is an emergent 
process.  It starts from existing habits and gradually develops into different 
actions that finally and eventually transform culture.  Teachers must understand 
this process so that they can facilitate it to the learners and for resultant quality 
teaching and learning to take place (see 5.4.3). 
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Inclusive teaching 
• Theme 1 – In inclusive teaching, all learners must be accommodated in 
the lesson plan regardless of differences 
In conceptualising inclusive teaching, the study confirmed that inclusive teaching 
is about teaching all learners regardless of their differences.  Through the 
analysis it became clear that during the planning of the lessons, teachers must 
accommodate all learners.  No learner must be discriminated against.  The lesson 
must be of such a nature that all learners feel accommodated; this will encourage 
and motivate them to participate during the presentation of the lesson (see 5.4.4). 
 
• Theme 2 – Role of learners in teaching 
It was evident in the study that the role of learners in teaching is to participate 
freely and positively to the subject matter.  It is the teachers’ duty to make 
teaching and learning meaningful so that all learners can be motivated to 
participate and be actively involved in their learning.  Through proper and planned 
teaching, learners are encouraged to contribute to their own learning (see 5.4.4).  
 
• Theme 3 – Pedagogical choices by teachers 
In conceptualising inclusive teaching, the study confirmed that the teachers must 
consider the pedagogical choices.  The analysis indicated that the teaching 
methods and teaching style must be suitable for all learners.  They must 
accommodate all learners without any segregation and discrimination.  Teachers 
must have the skills and knowledge to inform the decisions they make about their 
practices (see 5.4.4). 
 
• Theme 4 – Non-segregating or discriminatory 
Based on the evidence from the analysis of the study, there should be no 
segregation or discrimination among learners.  The analysis suggests that all 
learners are important and they should be treated equally.  No learner must be 
discriminated against or denied the opportunity to learn.  They must, according 
to the study, be accommodated and they must all be free to participate in learning.  
The teachers must not show that they see any disparity among learners.  This 
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will encourage learners to respect one another and to be actively involved in their 
learning (see 5.4.4). 
 
6.4 Themes for research question: Which practices teachers in 
AET institutions use in teaching adult learners with diverse 
needs and which of those are inclusive 
6.4.1 Planning teaching (lesson planning and teaching design) 
Before the study, teachers confirmed that they did no planning; they taught 
without preparing the lessons.  Thereafter they discovered that planning is very 
important and all learners must be accommodated.  The lesson must be planned 
in such a way that all learners are involved.  The lessons must be made 
interesting.  It also became evident that in their planning of lessons teachers must 
master the subject matter.  They must also be qualified for the subject they are 
teaching and have thorough knowledge of the subject matter. 
 
The following must be taken into consideration during the planning stage: 
 
• The types of learners who should be accommodated and their needs must 
be identified. 
• The teaching methods and learning styles must be suitable for all learners. 
• The lesson must be planned in such a way that all learners must 
participate and be actively involved; they must all take part in learning. 
• In planning, teachers require knowledge of the subject matter and the skill 
to present it. 
 
6.4.2 Enhancing learner participation 
The study revealed that teachers acknowledge that the participation of learners 
is vital to inclusion during the process of teaching and learning.  They confirmed 
that due to their lack of planning the lessons they had denied the learners the 
opportunity to participate in class.  It was also revealed that planning alone is not 
sufficient for stimulating and encouraging learners to participate; the manner I 
which the lesson is presented also plays a major role.  For full participation to 
CHAPTER 6: DATA ANALYSIS 
 
199 
take place the learning material must be presented in a way that appeals to the 
learning styles of learners.  
 
Teachers must also create a positive environment that is conducive to learning.  
Such an environment will encourage and motivate learners to participate fully 
during learning.  All learners must be accommodated and they must also feel that 
they are accommodated for the purpose of enhancing their participation.  
Therefore, it is the teachers’ responsibility to make sure that all learners are 
provided with the opportunity to participate fully in class (see 4.3.2.1 D and 5.6.1).  
 
6.4.3 Inclusive curriculum delivery 
The study revealed that teachers must apply different method during the delivery 
of curriculum.  They indicated that applying individualisation, differentiation and 
adaptation are effective.  These methods will motivate learners to participate in 
class.  The focus will be on the learners’ individual strength when applying 
individualisation; differentiation focuses on the strength of the group; and 
adaptation meaning adapting the content of the curriculum to the needs of every 
learners.  
 
It became clear that when teachers collaborated, they set a very good example 
to learners.  In this way learners will be encouraged to cooperate among 
themselves and they will respect one another as well as respect their teachers.  
 
Through teachers’ collaboration, learners also learn to accommodate one 
another and it becomes easier for them to learn from one another.  Above all, the 
relationship becomes positive to such an extent that learning is promoted and the 
atmosphere becomes conducive to teaching and learning (see 4.3.2.1 B and 
5.6.3). 
 
6.4.4 Class interaction and communication 
The study found that during teaching and learning, it is the duty of teachers to 
encourage learners to participate and interact with one another.  Conversation 
for learning is enhanced by engaging them and encouraging them to respect one 
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another and to relate to one another.  The culture of working together is also 
encouraged as learners learn to trust and connect with one another.  Participation 
in class is maximised as learners feel free to express themselves during learning 
and constructive discussion is stimulated.  Therefore, effective inclusive learning 
is sustained. 
 
The study further revealed that teachers need to provide positive feedback to 
learners.  By so doing learners are motivated and encouraged to learn.  The also 
feel accommodated and accepted and acknowledge, and so learning is 
enhanced (see 4.3.2.1 C and 5.6.4). 
 
6.4.5 Use of resources and media 
The study revealed that there were insufficient resources in the Centre, which 
minimised learning and demotivated teachers in delivering the subject matter.  If 
teachers have sufficient resources and are able to utilise them, it is possible for 
them to illustrate learning content to learners.  If this is the case, learners can 
relate their learning to their world of work.  Thus, learners understand clearly what 
is being taught and are able to participate in their learning. 
 
It became evident that learners need to be provided with resources.  Most of them 
cannot afford to purchase them when requested to do so by the teachers, who in 
turn have to improvise.  Learning and teaching will be enhanced through the 
utilisation of relevant resources. 
 
As the study indicated, learners were motivated and encouraged to learn by 
teachers who provided positive feedback during learning.  Learning is not 
complete without feedback from the teachers to the learners (see 4.3.2.1 E and 
5.6.5). 
 
6.4.6 Assessment of adult learners 
Based on the study, it is evident that assessment must be tailored to the needs 
of every learner, since it stimulates learning.  The following approaches were 
used by teachers: cooperative learning, group work, peer tutoring and 
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collaborative problem-solving.  The study indicated that teachers used these 
different approaches in order to enhance learning and accommodate all learners.  
 
The use of a variety of methods played a major role in the assessment of adult 
learners.  Inclusive learning was enhanced and the performance of learners was 
maximised.  Teachers were able to be creative in designing and conducting site 
assessment for their learners (see 4.3.2.1 F and 5.6.5). 
 
6.4.7 Creating an inclusive culture in an adult centre 
The study found that teachers agreed that inclusive beliefs, values and attitudes 
must be adopted.  Learners tolerated one another and accepted and embraced 
one another.  An inclusive culture, as it should be created in an adult centre, 
inspires learners to respect their peers as well as their teachers.  Such a culture 
needs to be nurtured by both learners and teachers because teaching and 
learning is thus enhanced (see 4.3.2.1 G and 5.6.7).  
 
6.5 Themes for research question: How teaching practices within 
AET institutions could be made more inclusive 
Themes for the research question on how teaching practices within AET 
institutions could be made inclusive are discussed next. 
 
6.5.1 Planning teaching (lesson planning and lesson design) 
The study has revealed that for teachers to plan their lessons to be more inclusive 
they must first identify the barriers experienced by all the learners in the class.  
After having identified these barriers, teachers must analyse them.  This will 
assist the teachers to anticipate and plan teaching and learning actions during 
lessons.  During the planning of the lessons, teachers must accommodate all 
learners and give them individual attention.  Learners’ needs must be addressed 
and the planning must promote and encourage learner participation.  Suitable 
different learning styles and teaching methods must be indicated during planning 
in order to accommodate all learners (see 4.3.2.1 D and 5.5). 
 
CHAPTER 6: DATA ANALYSIS 
 
202 
6.5.2 Enhancing learner participation 
According to the study, for teaching practices to be inclusive, teachers must 
present the learning material in a way that will appeal to the learning styles of the 
learners.  By doing this, all learners will be motivated to participate fully in 
learning.  In addition, the lesson plans must be prepared in such a manner that 
they accommodate all learners, and to involve them fully in participating during 
learning.  The study further indicated that a beneficial atmosphere for learning 
must be created in order to motivate learners to participate and enable them to 
express themselves (see 4.3.2.1 D and section 5.6.1).  
 
6.5.3 Inclusive curriculum delivery 
Regarding inclusive curriculum delivery, the study indicated that teachers should 
apply different teaching methods in presenting lessons as it will have a positive 
influence on the learning of all the learners.  Teachers must collaborate in setting 
a good example to learners since it will enhance cooperation among the learners 
(see 4.3.2.1 B and 5.6.3). 
 
6.5.4 Class interaction and communication 
For inclusive teaching to be accomplished, learners must be motivated and 
encouraged to interact with one another.  A dialogical conversation for learning 
must be enhanced, and this must be done by teachers through engaging all 
learners during the lessons.  Effective inclusive learning must be sustained by 
encouraging learners to communicate in a respectful manner.  Learners must be 
encouraged to respect both their peers and their teachers, and in this way 
constructive discussions in the class will be stimulated.  Positive feedback to all 
learners enhances their motivation to learn (see 4.3.2.1 C and 5.6.4). 
 
6.5.5 Use of resources and media 
In the study the use of resources was indicated as a means to make teaching 
practices inclusive.  Teachers must use appropriate examples to illustrate 
learning content.  The learning content illustrated in the examples should relate 
to the learners’ world of work.  Relevant resources must be made available to the 
adult learners to motivate them to initiate the process of learning.  Learners must 
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not be expected to provide their own resources since not all of them can afford 
to acquire them.  If they are disadvantaged in this way, effective inclusive learning 
will be affected (see 4.3.2.1 E and 5.6.5). 
 
6.5.6 Assessment of adult learners 
A variety of assessment methods need to be applied to assess all adult learners.  
By applying these methods, inclusive learning will be enhanced and all learners 
will be given an opportunity to perform according to their abilities and strengths.  
The use of various methods will empower teachers to be creative in designing 
and conducting site assessment.  Assessment should be tailored to the needs of 
every learner so that all learners can be accommodated and learning can be 
stimulated.  The study stresses that different learning approaches must be used 
to enhance learning.  Such approaches are cooperative learning, group work, 
peer tutoring and collaborative problem-solving (see 4.3.2.1 F and 5.6.5). 
 
6.5.7 Creating an inclusive culture in an adult centre 
Teaching practices could be made inclusive in AET institutions by creating an 
inclusive culture of learning.  To promote this inclusivity, as the study indicated, 
inclusive beliefs, values and attitudes must be adopted.  Teachers must instil the 
culture of tolerance in the learners, and they must learn to accept and respect 
one another.  Learners must embrace one another and no learner must be 
isolated and discriminated against.  Learners must be free to participate and be 
involved in learning.  They must respect one another’s views and opinions and 
they must also respect their teachers.  Teachers must set a good example to 
learners by also respecting one another.  Such a culture needs to be nurtured by 
both learners and teachers to enhance inclusive teaching and learning (see 
4.3.2.1 G and 5.6.7).  
 
6.6 Conclusion  
The outcome of the data analysis was presented in this chapter.  Themes from 
the data were harvested, based on the research questions which were the 
following: how do teachers in the Gauteng East District conceptualise inclusive 
education within the adult education context; which practices do teachers in AET 
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institutions use in teaching adult learners with diverse needs and which of those 
are inclusive; and how could teaching practices within AET institutions made 
more inclusive?  The themes were discussed in relation to how the research 
questions were answered. 
 
The next chapter presents the conclusions, implications and recommendations 
of the study. 
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CHAPTER 7: CONCLUSIONS, IMPLICATIONS AND 
RECOMMENDATIONS OF THE STUDY 
7.1 Introduction 
In AET nstitutions, teachers have to contend with particularly challenging 
contextual factors as they are expected to implement IE.  Fourteen years after 
their first experience of plurality and diversity in education, these teachers remain 
challenged by factors which have a negative impact on their service delivery.  
This has implications for adult learners for whom they hold the responsibility to 
meet critical and developmental outcomes as described by a new curriculum.  
Adult learners experience barriers to learning, and they do not all receive an 
education that is appropriate to their needs.  Barriers may be found within a 
learner as well as within the system.  Systemic barriers render challenges for 
teachers who are the primary implementers of IE. 
 
In this research, the researcher undertook to determine the inclusive practices in 
AET institutions.  The researcher interviewed teachers and adult learners to 
determine differing insights and experiences outside of the delimited area of the 
particular district as used for the research.  
 
This qualitative applied basic research was interpretive in nature and it explored 
the phenomenological aspects of teachers who struggle with the implementation 
of inclusive practices in AET institutionsThe empirical study was undertaken 
through semi-structured and focus group interviews with teachers and learners.  
To determine challenges, as faced by teachers, the research will be useful to 
policy makers and authorities who are responsible for implementing IE.  The 
researcher maintains that the findings of this research will provide insight into the 
barriers which are challenges to teachers in the classrooms of AET 
institutions.Such insight has value for immediate practical application in the 
reformulation of policy and determination of strategies appropriate for facilitating 
IE. 
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In this chapter, the researcher provide a brief summary of the aim and outline of 
the study, and discuss the findings in accordance with the aims as set out in 
Chapter 1.   
The researcher implicitly address the question as to the contribution this study 
makes to the scientific knowledge on inclusion and developing of inclusive 
practices.  First, the researcher analyse what the study has achieved in relation 
to the research questions; next, the researcher contextualise the study 
comparatively within the existing literature; thereafter, in order to determine what 
the study has contributed to the existing stock of knowledge on inclusion, the 
researcher briefly articulate the limitations and recommendations of the study.  
The study is concluded by providing the guidelines, which will contribute towards 
teaching becoming more inclusive.  The schematic outline of Chapter 7 is 
presented next. 
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7.2 The Outline of the Chapter 
Figure 7.1 below outlines the logical flow of Chapter 7. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 7.1: Outline of Chapter 7 
 
 
 
 
 
CHAPTER 7: CONCLUSIONS, IMPLICATIONS AND RECOMMENDATIONS 
RELATING TO THE STUDY 
The logical flow of the chapter is as follows: 
7.1 Introduction 
7.2 The outline of the chapter 
7.3 Aim of the study 
7.4 Summary of the study 
 
7.5 Discussion of findings 
7.5.1 Discussion of findings relating to research question 1 
7.5.2 Discussion of findings relating to research question 2 
7.5.2.1 Planning of lessons 
7.5.2.2 Inclusive curriculum delivery  
7.5.2.3 Enhancing learner participation  
7.5.2.4 Class interaction and communication 
7.5.2.5 Use of resources and media 
7.5.2.6 Assessment of adult learners 
7.5.2.7 Creating an inclusive culture in an adult centre 
 
7.5.3 Discussion of findings relating to research question 3 
7.5.3.1 Planning for inclusive classes 
7.5.3.2 Curriculum delivery 
7.5.3.3 Learner participation 
7.5.3.4 Classroom interaction and communication 
7.5.3.5 Use of resources and media 
7.5.3.6 Learner performance and assessment 
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7.3 Aim of the Study  
The aim of the study is reflected in the main research question:  
 
Which teaching practices enhance the inclusion of learners with diverse 
needs in adult education institutions in Gauteng? 
 
This aim led to the objectives that are briefly discussed below: 
 
• To determine how teachers in the Gauteng East District conceptualise 
inclusive teaching within an adult education context 
 
The researcher completed a literature study which was discussed in Chapter 2.  
This study successfully covered the advent of inclusive thinking in terms of trends 
in society and developments in adult education that have taken place 
internationally.  The aim and desired outcome of IE is to provide equal quality 
education for all children and to achieve, through this, social reconstruction.  
Although policy documents have been drawn up and the process of developing 
an IE system is in place, the development is slow and challenges are still to be 
overcome.  These challenges affect the implementation of IE for the teacher in 
the classroom.  Key challenges for education as highlighted in existing research 
are discussed in this chapter. 
 
• To explore practices of teaching adult learners with diverse needs in 
AET institutions and to find out to what extent they are inclusive 
 
In Chapter 4 the semi-structured and focus group interviews conducted with 
teachers and adult learners in the AET institution are presented.  Through the 
interviews, the challenges experienced by teachers were identified.  The 
challenges from both the perspective of teachers and adult learners were dealt 
with under themes as presented in Chapters 5 and 6. 
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• To develop guidelines/conceptual framework on how teaching in AET 
institutions could be made more inclusive 
 
In Chapter 7 the developed guidelines on how teaching in AET institutions could 
be more inclusive are provided, taking into consideration all the information that 
was obtained in the literature review and the interviews that were conducted in 
the study.  Table 7.1 provides a tabulation of the aim and objectives of the study 
as presented in Chapter 1. 
 
Table 7.1: Aims and objectives of the study 
AIM AND OBJECTIVES CHAPTER ADDRESSING AIM 
AND OBJECTIVES 
To explore teaching practices that may enhance 
inclusive teaching in AET institutions in Gauteng  
CHAPTER 4 
To determine how teachers in the GED 
conceptualise inclusive teaching within the adult 
education context 
CHAPTER 4 
To explore practices of teaching adult learners 
with diverse needs in AET institutions  and to find 
out to what extent they are inclusive 
CHAPTER 5 
To develop guidelines/ conceptual framework on 
how teaching in AET institutions could be made 
more inclusive 
CHAPTER 6 
 
7.4 Summary of the Study 
The study is summarised as follows: 
 
CHAPTER 1: A brief introduction of the research design, research approach and 
paradigm is provided in this chapter.  Thereafter the trustworthiness of the study 
is discussed and the main findings of the study are summarised.  The main 
concepts addressed in the study are defined and the whole thesis is then 
summarised. 
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CHAPTER 2: One of the objectives is to determine how teachers in GED 
conceptualise inclusive teaching within the adult education context.  A literature 
review is done in this chapter to achieve the first objective.  It was found that there 
is not only one definition of IE, but that various definitions exist in the literature.  
The following themes were identified in the definitions reviewed: 
 
• IE implies that students with various degrees of special needs can be 
educated in regular schools;  
• IE is a system of education that is responsive to the diverse needs of 
learners  
• in IE students become part of the institutions;  
• IE entails equal and optimal education of all learners;  
• IE acknowledges that all children can learn and that all need support;  
• IE aims to uncover and minimise barriers to learning;  
• IE is about changing attitudes, behaviour, teaching methods, curriculum 
and environments; and 
• IE is a process evolving according to local cultures and contexts. 
 
The literature reviewed for the study is discussed in terms of the history and 
international developments of IE.  The focus moves to IE in South Africa, with an 
emphasis on inclusive pedagogy.  The concept of andragogy is conceptualised.  
The international developments in adult education is discussed, and the theories 
on adult education and the teaching and learning practices in adult education are 
scrutinised.  The chapter concludes with reference to developments in IE in South 
Africa. 
 
CHAPTER 3: The research methodology employed in this study and the design 
which was assumed, namely the PAR design, are discussed in this chapter and 
the instruments used in the research process are described.  The research 
paradigm is outlined, followed by a discussion on the research approach.  The 
research design, instrumentation and data collection processes are explained.  
The way in which the data were analysed and interpreted is elucidated.  The 
chapter concludes with a discussion on the trustworthiness of the research, 
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CHAPTER 4: The focus was on the PAR process.  The different stages and 
phases are discussed.  The first stage is the planning stage where permission to 
conduct the research is requested and granted by the DoE.  In the second stage 
the team observed the current practices, then the last stage is the action stage 
where the research group identified practices that have potential to facilitate 
inclusive teaching and learning in an AET classroom context and adopt them in 
facilitating learning.  Interviews are conducted and finally, the other PAR stages 
are discussed, based on the action and reflection aspects of the research. 
 
CHAPTER 5: In this chapter the process of analysis is explained and the themes 
derived from data are interpreted.  The findings from the PAR are also discussed. 
 
CHAPTER 6: In this chapter the outcome of the data analysis is presented.  
Themes from the data are harvested the themes were discussed in relation to 
how the research questions were answered.  The aim, implications and limitations 
of the study are and recommendations emanating from the study are put forward.  
 
7.5 Discussion of Findings 
In this section the findings that emerged from the data analysis are discussed in 
relation to the different research questions articulated in Chapter 1.  First, the 
research questions are re-stated.  Next, the discussion indicates what the 
literature review covered in terms of findings of previous studies on the topic.  
Then the findings of this study are stated, and followed by an analytic comparison 
of the two (i.e. previous studies and the current one).  Finally, conclusions are 
drawn from comparing what the literature says and what the current findings 
state.  This is done to clarify whether the study has confirmed, refuted or made 
new discoveries in terms of the aspect being analysed.  To support the findings, 
cross-references to earlier chapters are made to corroborate the findings.  
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7.5.1 Discussion of findings relating to research question 1 
The following sub-headings discuss the findings relating to research question 1: 
How do teachers in the GED conceptualise inclusive teaching within an adult 
education context? 
 
The literature review in Chapter 2, quoting South Africa’s Education White Paper 
6 (DoE, 2001: 6–7) conceptualised IE as acknowledging that all children and 
youth can learn but that they need support, and that it is about changing attitudes, 
behaviour, teaching methodologies, curricula and the environment to meet the 
needs of all learners.  Gross (2002:233) further defines it as the process by which 
a school attempts to respond to all the children as individuals by considering and 
restructuring its provision of curricula and allocating resources to enhance 
equality of opportunity.  Through this process, the school builds its capacity to 
accept all children from the local community and in so doing, reduces the need 
to exclude children.  
 
Earlier, Beder and Carrea (1988:76) noted that there is a substantial body of 
literature on the subject of adult learning but very little empirical study has been 
done on the subject of adult centres.  In the adult centres, adults are assisted in 
learning.  Monts (2000:3) also states that adults are helped to learn in adult 
centres.  The experience of the learner is seen as a deep reservoir that serves 
as a resource for learning.  
 
In the current study, it was found that the teacher participants’ conceptualisation 
of IE centred on two principles: (1) acknowledging that all learners can learn, and 
(2) recognising and respecting the differences among all learners and building on 
their similarities.  These two principles are briefly discussed below. 
 
Acknowledging that all learners can learn 
In conceptualising IE, the study confirmed that, as stated in South Africa’s 
Education White Paper 6 (DoE, 2001:6–7), IE is about involving all learners, and 
there should not be any discrimination.  This principle is evident for example in 
the assertion that all can learn, all need support, that the differences among all 
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learners must be recognised and respected and that teachers must build on the 
similarities of all of them (see 4.3.1, 5.4 and 6.3.1). 
 
Recognising and respecting the differences among all learners and 
building on their similarities 
The study confirmed that in IE, differences among learners must be recognised.  
They must not only be recognised but they must also be respected.  Furthermore, 
South Africa’s Education White Paper 6 (DoE, 2001:6–7) notes that it is the duty 
of all teachers in IE to build similarities among learners; all learners must be taken 
into consideration and not only some of them.  
 
Therefore, based on the findings of the study and the reviewed literature it can 
be concluded that there is a contradiction between the study and the findings of 
the study in a sense that context is ignored in the adult educational institutions.  
The developing practices in the mainstream may not work in the adult institutions.  
Teachers are expected to implement IE but they do not have any knowledge of it 
and most of them are not even experienced in teaching and not qualified for the 
subjects they are teaching.  Adult learners typically have barriers to learning and 
their situation is aggravated if they are taught by unqualified teachers; in such 
circumstances they cannot receive support and reassurance that they are 
safeguarded against discrimination. 
 
It is clear, even though the South African policies advocate inclusion, little has 
been done in the adult educational institutions.  More attention should be given 
to these institutions as there is a dire need for inclusion because of the type of 
learners that are accommodated in the centres.  A great deal of attention should 
also be given to the teachers, who still need to be educated on the issue of IE. 
 
7.5.2 Discussion of findings relating to research question 2 
Below is the discussion of the findings relating to research question 2: Which 
practices do teachers in AET institutions use in teaching adult learners with 
diverse needs and which of those are inclusive? 
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Based on the findings of the study there appear to be different types of practices 
which teachers use in the AET institutions in teaching adult learners with diverse 
educational needs.  The study has demonstrated the following relevant practices, 
which are discussed in the subsections below: 
 
 Planning of lessons 
• Curriculum delivery 
• Enhancing learner participation 
• Classroom interaction and communication 
• Use of resources and media 
• Learner performance – assessment of adult learners 
• Creating an inclusive culture in an adult centre 
 
7.5.2.1 Planning of lessons 
Kourkoutas, Toth, and Vitalaki (2015:6) contend that teachers need to develop 
teaching pedagogies and design lessons that include all learners.  They further 
argue that the teaching methods as well as the learners’ educational needs must 
be taken into account, meaning that these methods must be inclusive.  In order 
for learners to do well, accessible curricula, which should include all learners, 
need to be developed (Thondhlana, 2002:33)?  Lartec et al. (2014:12) point out 
that the lack of teacher training, which goes hand in hand with unpreparedness 
of teachers to teach, is a great obstacle.  
 
The current study confirmed that the planning of lessons is vital in teaching, and 
this planning should be based on the analysis of the barriers of every learner.  
The study further revealed that the mastering of the subject is very important for 
conveying the subject matter, and teachers must have knowledge of the subject 
and be qualified to teach it.  It became evident that teachers did not plan their 
lessons; some did not even have knowledge of the subject matter, they just taught 
without planning.  For inclusive teaching, planning was confirmed to be of outmost 
importance. 
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7.5.2.2 Inclusive curriculum delivery 
According to Makoelle (2014:1260), inclusive pedagogy denotes the entirety of 
teaching methods, approaches, forms and principles that enhance learner 
participation.  In this present study, teachers applied the following different 
teaching methods that were aimed at enhancing learner participation and 
concentration during the delivery of the lesson: individualisation, differentiation 
and adaptation.  When applying individualisation, the focus is on the learners’ 
individual strengths, while differentiation focuses on the strengths of the group; 
finally, the curriculum is adapted according to the needs of every learner. 
Makoelle (2014:1262) states that every teacher adopts a particular teaching 
approach to teach specific subject material to a designated group of learners.  He 
further points out that promoting inclusion in the classroom may require the 
teacher to analyse which strategies best foster inclusion.  This approach was 
seen in the study as more emphasis was on the interests of the learners than 
those of the teacher, which means that learning and teaching was learner-centred 
at all times. Furthermore, it is evident from the study that collaboration by 
teachers plays a vital role in teaching and learning.  Makoelle (2013:51) 
emphasises collaborative teaching as an important prerequisite for inclusion.  He 
mentions the advantages of collaboration, namely that the expertise, knowledge, 
experiences and abilities of all teachers can be effectively utilised and the 
individual teacher’s load is lessened since the work is shared by the team.  It also 
has a positive effect on the self - esteem and confidence of the teacher.  More 
experienced teachers assisted their less experienced colleagues, thus improving 
the chances of good classroom teaching and management.  Once teachers in 
the study collaborated, their relationship was so positive that learning was 
promoted and the atmosphere became conducive to teaching and learning.  
 
7.5.2.3 Enhancing learner participation 
The study revealed that teachers acknowledge that the learners’ participation is 
the key to inclusion during the process of teaching and learning.  `vlin et al. 
(2009:4), emphasise that the environment must be beneficial for learners to 
participate fully in class, and that all learners in a classroom should be given equal 
opportunities in order for them to learn effectively.  Such an approach enhances 
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participation in all learners.  They confirmed that if teachers do not plan the 
lessons, they deny the learners the opportunity to participate in class.   
 
The Queensland VET Development Centre (2012:5) acknowledges that inclusive 
learning creates equal opportunities for all learners in that they are treated fairly 
and justly and all receive a fair access to learning opportunities in a suitable 
environment.  The current study confirmed that for inclusive teaching to be 
practised, teachers must create a beneficial and positive environment for 
learning.  Such an environment encouraged and motivated learners to participate 
fully during learning.  All learners were accommodated and this enhanced 
participation.  Therefore, the study bore out the fact that it is the teachers’ 
responsibility to ensure that all learners are given the opportunity to participate 
fully in class.  Participation in class should be maximised for learners to feel free 
to express themselves during learning.  In this way, constructive discussion will 
be stimulated; therefore, effective inclusive learning will be sustained. 
 
7.5.2.4 Class interaction and communication 
Another practice, as indicated by Brandon (2011), is constant interaction and 
communication.  Such an interaction analysis occurs within the framework of an 
interactive teaching approach.  For interaction to be effective in the classroom, 
teachers have to acknowledge questioning and elicit responses from the learner 
(Muijs & Reynolds, 2001). 
 
The study found that during teaching and learning, it is the duty of teachers to 
encourage learners to participate and interact with one another.  Conversation 
for learning should be enhanced by engaging them and encouraging them to 
respect one another so that they can relate to one another.  The study also 
confirmed that the culture of working together is vital as learners learn to trust 
and connect with one another.  
 
The study further revealed that teachers need to provide positive feedback to 
learners.  By so doing learners will be motivated and encouraged to learn.  
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7.5.2.5 Use of resources and media 
The study revealed that to enhance teaching and learning teachers must utilise 
resources.  It was discovered that there are insufficient resources in the Centre 
which minimises learning and demotivates teachers in delivering the subject 
matter. Mbatha (2010:66–67), who underlines the crucial importance of 
addressing the lack of resources in schools, points out that the DoE ought to 
provide the resources teachers require in teaching.  
 
Utilising the few available resources, the teachers who participated in this study 
illustrated learning content to learners, thus enabling them to relate their learning 
to their world of work.  Adult learners understood clearly what was being taught 
and they were able to participate in their learning.  The utilisation of relevant 
resources was found to be important for all learners, as the study indicated, and 
learning was enhanced. 
 
7.5.2.6 Assessment of adult learners 
Hockings (2010:1) indicates that in inclusive learning and teaching in higher 
education assessment is designed and delivered to engage students in learning 
that is meaningful, relevant and accessible to all.  He mentions that assessment 
must embrace a view of each and must not disadvantage any learner. 
 
Therefore, from the study it was evident that assessment must be tailored to the 
needs of each learner for learning to be stimulated.  The following approaches 
were used by teachers: cooperative learning, group work, peer tutoring and 
collaborative problem-solving.  The study indicated that teachers used these 
different approaches in order to enhance learning and to accommodate all 
learners.  
 
The use of a variety of methods played a major role in the assessment of adult 
learners and the performance of learners was maximised.  Teachers were able 
to be creative in designing and conducting site assessment for their learners 
 
 
CHAPTER 7: CONCLUSIONS, IMPLICATIONS AND RECOMMENDATIONS OF THE STUDY 
218 
7.5.2.7 Creating an inclusive culture in an adult centre 
The research findings suggested that there must be a mutual understanding in 
teachers on the fact that inclusive belief, values and attitude must be adopted.  
Teacher beliefs are important because, together with their context, they shape 
how they will relate to one another (Richards, Gallo, & Ranandya, 2001).  This 
will motivate learners to tolerate one another and accept and embrace one 
another.  An inclusive culture, as the study suggested, promoted learners to 
respect their peers and also to respect their teachers.  Such culture needs to be 
nurtured by both learners and teachers to enhance teaching and learning.  
 
7.5.3 Discussion of findings relating to research question 3 
The subsections below present a discussion on the findings on research question 
3: How could teaching practices within AET institutions be made to become more 
inclusive? 
 
The study revealed that for teaching practices to be made more inclusive in AET 
institutions, teachers must be able to master the aspects discussed below. 
 
 7.5.3.1 Planning for inclusive classes 
According to the White Paper 6 (DoE, 2001), teachers must plan their lessons 
before teaching.  All learners must be taken into consideration, no learner must 
be discriminated against, and they must all be accommodated in the planning.  
The planning must be based on the analysis of every learner’s barrier(s).  The 
study further revealed that all teachers must be qualified and have knowledge of 
their subject, and must master it when conveying it.  
 
7.5.3.2 Curriculum delivery 
Creemers and Kyriakides (2006:358) contend that it is the teachers’ duty to make 
sure that learners are adequately instructed by means of different methods during 
the presentation of the lessons.  The study proposed that applying 
individualisation, differentiation and adaptation are effective methods to use in 
curriculum delivery: teachers need to focus on the learners’ individual strengths 
when applying individualisation, and apply differentiation to focus on the strength 
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of the group.  Finally, they should adapt the content of the curriculum to fit the 
needs of every learner. 
 
7.5.3.3 Learner participation 
In most cases, lack of concentration and participation results from teachers’ 
failure to plan (Creemers and Kyriakides, 2006:358).  It is therefore important, as 
the study showed, that all learners must be provided with the opportunity to 
participate freely in class.  The study indicated that lesson must be prepared in 
such a way that no learner is denied the opportunity to be active.  Teachers need 
to present the learning materials in an acceptable manner that will promote 
learner participation in the class. In addition, teachers must create an atmosphere 
that is conducive to learning and teaching so that learners may be motivated and 
encouraged to participate fully in their learning. 
 
7.5.3.4 Classroom interaction and communication 
In order for teaching to be inclusive, the study suggested that teachers must 
engage learners to participate and interact during teaching.  Learners must be 
allowed to communicate freely with one another and they must respect their peers 
as well as their teachers.  They must be allowed to express themselves freely, so 
that constructive discussion may be stimulated.  Gacheche (2010:6) emphasises 
this view by stating that it becomes much easier for learners to participate in 
classrooms where the atmosphere is conducive to learning. 
 
7.5.3.5 Use of resources and media 
As discussed in 4.3.2.1 E, 5.6.5 and 6.5.5, the study indicated that the use of 
resources is the means to make teaching practices inclusive.  Teachers must use 
appropriate examples to illustrate learning content.  The learning content 
illustrated in the examples should relate to the learners’ world of work.  Relevant 
resources must be made available to the adult learners to motivate them to initiate 
the process of learning.  
 
Lartec et al. (2014) claim that a lack of resources does not only hinder the 
expected teaching and learning standard but it also creates a deleterious 
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environment for both learners and teachers.  Learners tend not to care about all 
the activities, and teachers, on the other hand, feel depressed when limited 
resources make it difficult for them to deliver the content adequately.  Therefore, 
it is proposed that the DoE should provide teachers with sufficient resources. 
 
According to Kaur (2014:16), information communications technology is a tool to 
be used for fact-based learning.  It allows students to do much of their research 
using the internet and various other means while at the same time learning very 
valuable research skills which they can use later at higher levels of education, in 
the classroom, the playing field, universities and beyond.  Therefore learners 
must be exposed to multiple information communications technology devices 
such as tablets, a TV set and a DVD player (used for educational films). 
Makoelle and Van der Merwe (2014:521) maintain that the use of technological 
devices has diverse outcomes for various types of learners.  Technology aids 
processes of learning such as collaborative learning and collaborative problem-
solving and ensures the participation of learners in the learning process.  It is 
therefore recommended that learners should be provided with technological 
devices in class to enhance their learning.  
 
7.5.3.6 Learner performance and assessment 
Constant interactive analysis is an important aspect of curriculum delivery 
(Brandon, 2011).  Such interaction analysis occurs within the framework of an 
interactive teaching approach.  For interaction to be effective in the classroom, 
teachers have to acknowledge questioning and elicit responses from the learner 
(Muijs & Reynolds, 2001).  Teachers need to ensure that learners are assessed 
by means of questions that are relevant to what they ought to learn, that the 
learning material is at the learners’ cognitive level of thinking, and that the 
learners are given a chance to answer the questions from their own perspectives 
without teachers being prescriptive about answers.  
 
The study indicated that assessment must be tailored to the needs of every 
learner for learning to be stimulated.  It was suggested that teachers use the 
following approaches to enhance learning and accommodate all learners: 
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cooperative learning, group work, peer tutoring and collaborative problem-
solving.  It was evident from the study that teachers should use these different 
approaches in order to enhance learning and accommodate all learners.  
 
A variety of methods must also be used in the assessment of adult learners so 
that inclusive learning can be enhanced and the performance of learners 
maximised.  Teachers must be creative in designing and conducting site 
assessment for their learners.  
 
7.5.4 Discussion of findings relating to participatory action research  
In the literature review in Chapter 3, PAR is described as a kind of study where a 
group of practitioners probe, critique and reflect on their practice in order to 
improve it (Makoelle, 2012:83).  Garth (2004:13) explains that PAR is a way of 
creating an environment and an opportunity for a community in need to step up 
and empower themselves to create the social change that they deem necessary.  
It also allows a researcher to find out about people in a way that makes sense to 
the people, and instead of making general observations and assumptions about 
them, he or she actually gets the information first hand from the community.  He 
further mentions that this approach, unlike many others, has a built-in system for 
the implementation of action and is not simply a way for a researcher to analyse 
or criticise local problems.  Instead, PAR inspires collective action, the horizontal 
exchange of ideas and allows for a snapshot of how a community really functions 
and operates. 
 
Baldwin (1997:468) indicated the following important aspects of PAR that are 
related to this study: 
 
• PAR conducts research with people not on them.  Those involved in the 
problem under study are part of the research process. 
• Co-researchers join together to develop knowledge to inform practice and 
solve concrete problems.  As such, PAR aims to ensure the actions of 
those involved are better informed if not changed through the research 
process.  
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• PAR is a process of knowledge development involving action and 
reflection.  It is a creative process of testing knowledge in action and 
through critical reflection on action. 
• PAR aims to solve concrete problems and, in so doing, to make a positive 
difference in the lives of those involved in the research process and those 
who benefit from it.  Hence, PAR is transformative rather than merely 
informative. 
 
Gergen and Gergen (2008:159) concurs with Baldwin (1997) by stating that PAR 
is about ‘world making’ not ‘world mapping’.  Research should, in their view, show 
people how the world could be and not just how it is.  
 
The following stages as stated in Makoelle (2013: 95) were implemented in this 
study: 
 
Planning: determining the objectives of the PAR 
Observation: observing current practices  
Action: putting new practices into action 
Reflection: reflecting on PAR processes  
 
The following advantages of the participatory research were confirmed by the 
study: 
 
• As Baldwin (1997:468) indicated that PAR conducts research with people 
and not on them and those involved in the problem under study are part of 
the research process, the research group in this study was constituted of 
teachers who were fully employed and wholly involved in the AET.  They 
knew and understood the context very well, and this encouraged and 
motivated them to participate in and contribute to the study. 
• During the PAR new knowledge was developed to inform teachers’ 
practice.  They planned jointly and participated in the study where their 
knowledge was tested, and during this process they reflected critically on 
the issues they had observed.  Teachers benefitted and it made a 
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difference in their lives as they were now confident to teach in the Centre 
with confidence.  Moreover, their style of teaching improved. 
 
The study also confirmed the following disadvantages: 
 
• Only five out of 45 teachers participated in the study.  When most of the 
work and energy comes only from a few teachers, the PAR process is 
fundamentally challenged.  There will be inadequate instruction, support 
and supervision.  Other teachers may not be willing to adopt the inclusive 
practices that were adopted in the study or it may be difficult for them due 
to the fact that most of them are not qualified to teach in the AET centre.  
Those who are in other centres would not be able to obtain enough 
knowledge and support because teachers who were involved in the study 
are based in one centre which is far away from them. 
• The size, nature, and scope of the PAR project itself presented problems 
in the present academic culture.  As Fals-Borda (1991:7) commented, 
“There are no fixed deadlines in this work, but each project persists in time 
and proceeds according to its own cultural vision and political expectations 
until the proposed goals are reached.”  Such a lack of constraints is not 
well suited to positions involving large teaching and supervisory workloads 
in an AET centre, situations in which funding is constricted or significantly 
limited with regard to time, or in a ‘publish or perish’ environment.  Even if 
the recommendations to the study are made, it will take time for teachers 
to implement them.  The teachers who participated in the current study 
have their own demanding workload and it will be a challenge for them to 
assist these teachers. 
 
Changing commitments may likewise take the participants away from the Centre, 
which may falter if they leave before the transformation is firmly embedded in the 
local culture.  Participants may leave because after the study they can apply and 
be promoted to other Adult Education Centres or to mainstream schools.  
Furthermore, the population under study (adult learners) might even leave and 
find employment, as most of them who participated in the study hoped to 
complete their studies in the next year. 
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The use of PAR in this study showed the following: 
 
• The researcher got first-hand information from participants as they 
collaborated and worked jointly in the study.  I she did not get make general 
assumptions. 
• Participants exchanged ideas with one another and held discussions 
amongst themselves, which promoted a culture of mutual respect. 
• Participants learnt from one another and their practices improved.  
• New knowledge was developed and participants gained insight into the 
kinds of approaches and teaching methods they should apply in their 
teaching practices.  
• Participants benefited greatly and gained confidence during their teaching 
practices.  They develop a new style of teaching and they looked forward 
to implementing all they had learnt.  Participants reflected positively and 
critically on issues that they had observed. 
• The study indicated how the research was set up, describing the methods 
to use to collect data and the general procedure followed in conducting the 
study.  
 
The next section presents the recommendations emanating from the study. 
 
7.6 Recommendations of the Study 
In order to develop practices that are inclusive in adult learning institutions, the 
following recommendations, based on the study, are crucial: 
 
7.6.1 Recommendations regarding research question 1 
The recommendations regarding research question 1 are provided below. 
 
Research question 1: How do teachers in GED conceptualise inclusive 
teaching within an adult education context? 
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It has become evident in the study that teachers in the AET institutions do not 
have knowledge of the concept of IE and yet they are expected to implement it.  
In order to conceptualise IE within an adult education context the following is 
recommended: 
 
• The adult learning centres should establish communities of practice to 
brainstorm and discuss the notion of IE in their own context.  
• The adult learning centres have to develop clear visions and missions of 
how the notion is understood and how they wish to realise and 
operationalise it within their own context. 
• More attention should be given to the AET institutions, and adult teachers 
must be qualified and others must improve their qualifications so that they 
can face the challenges that are experienced in the adult centres based 
on the inclusion of adult learners.  
 
7.6.2 Recommendations regarding research question 2 
Below are the recommendations regarding research question 2. 
 
Research question 2: Which practices do teachers in AET institutions use 
in teaching adult learners with diverse needs and which of those are 
inclusive? 
 
The study has identified different types of inclusive practices used by teachers in 
AET institutions to teach adult learners with diverse needs: planning, curriculum 
delivery, classroom interaction, use of resources, learner performance and 
assessment, and creating an inclusive culture.  
 
Planning 
The study revealed that teachers did not plan their lesson.  Some did not even 
have knowledge of the subject matter, they just taught without planning. 
Inclusive teaching methods and learners’ educational needs were not taken into 
consideration.  Therefore, the following recommendations are made: 
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• Regular workshops must be conducted by the DoE to assist teachers in 
planning the lessons based on the analysis of the barriers of every learner. 
• AET teachers must be qualified and must have knowledge of the subject 
and master it.  
 
Curriculum delivery 
On the issue of curriculum delivery, the following is recommended: 
 
• Teachers must use the following various teaching methods during their 
presentation of lessons: applying individualisation, differentiation and 
adaptation. 
• Collaboration of teachers is highly recommended, so that the expertise, 
knowledge, experiences and abilities of all teachers can be effectively 
utilised and the load of the individual teacher is reduced since the work is 
shared by the team.  Teachers will have positive self-esteem and 
confidence in presenting the lessons. 
• Strategies promoting inclusion during curriculum delivery must be 
analysed.  
• More experienced teachers must assist their less experienced 
colleagues, so that there is a greater chance of good classroom teaching 
and management.  
 
Enhancing learner participation 
During teaching and learning, learners must be encouraged and motivated to 
participate.  They must be provided with equal opportunities to participate fully in 
order for learning to be enhanced.  The following is therefore recommended: 
 
• All learners must be engaged in participating and interacting with one 
another.  
• Learners have to work with one another and must learn to trust their peers.  
• Participation should be maximised so that learners will be free to express 
themselves and for inclusive learning to be sustained.  
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• Teachers should devise strategies during the planning of their lessons that 
will accommodate all learners and create an atmosphere in which they can 
participate fully in their learning. 
 
Class interaction and communication 
From the study it was evident that constant interaction and communication are 
vital in improving teaching and learning.  Therefore, the following 
recommendations are made: 
 
• Teachers must have the skill to engage learners to participate and 
interact with one another. 
• Teachers must inculcate the culture of working together so that learners 
can be trusted and connect with one another. 
 
Use of resources and media 
The lack of resources was identified as a challenge.  The following is 
recommended: 
 
• AET institutions must invest in supporting teachers with necessary 
teaching aids and resources for teaching to be enhanced.  
• Teachers should also improvise and request assistance from neighbouring 
schools that are fully equipped with resources.  
• The learning material during the presentation of the lesson must appeal to 
the learning styles of all learners. 
• Resources should be utilised to assist teachers in illustrating learning 
content to learners. 
• The DoE must assist AET centres and provide them with necessary 
resources.  
• AET centres must raise funds to purchase the resources that are needed 
by the teachers. 
 
 
CHAPTER 7: CONCLUSIONS, IMPLICATIONS AND RECOMMENDATIONS OF THE STUDY 
228 
Assessment of adult learners 
With regard to assessment of adult learners, the following recommendations are 
made: 
 
• Assessment in AET institutions should be designed and delivered in such 
a way that all learners are engaged in learning that is meaningful, relevant 
and accessible to all.  
• Assessment should be done in such a way that it will take every learner’s 
into account and does not disadvantage any learner.  
• Assessment must be tailored to the needs of each and every learner for 
learning to be stimulated.  
• Teachers must make use of cooperative learning, group work, peer 
tutoring and collaborative problem-solving.  
• A variety of assessment methods must be used to enable teachers to be 
creative in designing and conducting site assessment for their learners. 
• Teachers should be creative in designing and conducting assessment for 
their learners.  
 
Creating an inclusive culture in an AET centre 
The research findings suggest that teachers should agree that inclusive beliefs, 
values and attitudes must be adopted.  Teachers’ beliefs are important because, 
together with their context, they shape how they will relate to one another 
(Richards et al., 2001).  
 
The following is therefore recommended: 
 
• Teachers must adopt inclusive beliefs, values and attitudes and foster a 
culture that will promote respect among learners. 
• Such a culture needs to be nurtured by both learners and teachers to 
enhance teaching and learning. 
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7.6.3 Recommendations regarding research question 3 
The recommendations regarding research question 3 follow below.  
 
Research question 3: How could teaching practices within AET institutions 
be made to become more inclusive?  
 
Planning for inclusive classes 
The following recommendations are made: 
 
• Learners must be accommodated in the planning which will be based on 
the analysis of every learner’s barrier(s).  
• All learners must be taken into consideration.  There must be no 
discrimination against any learner, and they must all be accommodated in 
the planning.  
• The planning must be based on the analysis of every learner’s barrier(s).  
• All teachers must be qualified and have knowledge of teaching their 
subject, and must master it when conveying it.  
 
Curriculum delivery 
The study recommends the following: 
 
• Methods in curriculum delivery must be effective; teachers must apply 
individualisation, differentiation and adaptation.  
• Teachers must focus on the learners’ individual strengths when applying 
individualisation, and also on differentiation to focus on the strengths of 
the group; and then adapt the content of the curriculum according to the 
needs of every learner.  Learners must be motivated and encouraged to 
participate fully in their learning. 
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Classroom interaction and communication 
In order for teaching to be made inclusive the following is recommended: 
 
• Teachers must engage learners to participate and interact during teaching.  
• Learners must be allowed to communicate freely to one another and they 
must respect their peers and to their teachers.  They must be made and 
allowed to express themselves freely, so that constructive discussion may 
be stimulated. 
• Teachers need to provide positive feedback to learners.  
 
Use of resources and media 
The following is recommended with regard to resources and media: 
 
• Teachers must use appropriate examples to illustrate learning content.  
The learning content illustrated in the examples should relate to the 
learners’ world of work. 
•  Relevant resources must be made available to the adult learners to 
motivate them to learners and initiate the process of learning.  
 
Learner performance and assessment 
Recommendations regarding learner performance and assessment are the 
following: 
 
• For learning to be stimulated, assessment must be tailored to the needs 
of every learner.  
• Teachers must use different appropriate approaches in order to enhance 
learning and accommodate all learners.  
• A variety of methods must be used in the assessment of adult learners. 
•  Teachers must be creative in designing and conducting site assessment 
for their learners. 
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7.7 Contribution of the Study to the Existing Literature 
This section explains how the findings of the study are located within the existing 
literature: there is a discussion on what the literature states and an explanation 
is provided on the gaps that were identified in the literature.  
 
The Education White Paper 6 (DoE, 2001:6–7) describes IE as acknowledging 
that all children and youth can learn but that they need support.  The study also 
confirmed that IE is about all learners and that there should not be any 
discrimination: all can learn, all need support, teachers should recognise and 
respect the differences among all learners and build on the similarities of all of 
them (see 5.4.1). 
 
The literature, as can be seen in Chapter 2, similarly conceptualises IE as 
recognising and respecting the differences among all learners and building on 
their similarities (Carreiro, 2003:2).  The study therefore concurs with the 
literature that in IE, differences among learners must be recognised and be 
respected.  The study also pointed that it is the duty of all teachers in IE to build 
on the similarities among learners.  All learners must be taken into consideration 
and not only some of them (see 5.4.1). 
 
From the definitions of IE discussed briefly above, it is clear that the common 
understanding is that the main focus is on all learners, and that they all need to 
be acknowledged and provided with the opportunity to learn.  What is common in 
all the definitions is that all children can learn, regardless of their strengths, 
weaknesses or disabilities in any area.  Segregation is to be avoided.  IE is 
described as a system that provides equal and optimal education of all learners 
within one school system in which all learners are recognised as having diverse 
needs, but are valued for their shared humanity.  
 
In Chapter 1, the inclusive class was conceptualised as any class that consists 
of a diverse range of learners who need to be accommodated (Mpya, 2007:21) 
and it was pointed out that teachers in inclusive classrooms use a variety of 
teaching methods in order to facilitate the academic achievements of all students.  
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The study substantiated what is stated in the literature, namely that the teacher 
must create a positive and beneficial environment, making sure that no learner 
feels neglected (see 5.4.2).  The study further confirmed that learners must 
receive collaborative support, since such support will initiate their learning and 
they will succeed (see 5.4.2).  Finally, it was found that learners must be provided 
with the opportunity to participate in classroom activities (see 5.4.2).  
 
In conceptualising inclusive practice, the diversity of learners was recognised in 
the study.  Teachers created a beneficial environment for learners to participate 
freely, hence the diversity of learners was acknowledged.  As pointed out in 
Chapter 5, all learners must be involved in learning and all must be recognised 
(see 5.4.3).  The study further indicated that inclusive practice is an emergent 
process which starts from existing habits and gradually develops into different 
actions.  In this way, the culture is finally transformed.  Teachers must understand 
this process so that they can facilitate it to the learners and for quality teaching 
and learning to take place (see 5.4.3). 
 
The literature referred to in Chapter 1 indicates that inclusive teaching is teaching 
in ways that do not exclude students, accidentally or intentionally, from 
opportunities to learn.  Furthermore, the literature explains that in higher 
education it refers to the ways in which pedagogy, curricula and assessment are 
designed and delivered to engage learners in learning that is meaningful, relevant 
and accessible to all.  It embraces a view of the individual and individual 
difference as the source of diversity that can enrich the lives and learning of 
others (Hockings, 2010).  The study concurs with the reviewed literature that all 
learners, regardless of their differences, must receive tuition, and that no learner 
must be discriminated against (see 5.4.4).  The study further emphasises that 
lesson plans must be presented in such a way that all learners are 
accommodated and that they must all be motivated and encouraged to be actively 
involved in learning (see 5.4.4). 
 
Based on the study, it is strongly suggested that teachers apply various inclusive 
practices in teaching adult learners with diverse educational needs: 
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• Lessons should be planned in such a way that all learners are 
accommodated and are motivated and encouraged to participate freely in 
learning.  In addition, teachers must master the subject matter, they must 
be qualified, and they must have knowledge of the subject matter (see 
4.3.2.1 A and D and 5.5). 
• Learner participation should be enhanced through the manner in which the 
lesson is presented.  For full participation to take place the learning 
material must be presented in a way that appeals to the learners’ learning 
styles.  Teachers must create a beneficial atmosphere in order for learners 
to participate (see 4.3.2.1 D and 5.6.1).  
• Different methodologies, namely individualisation, differentiation and 
adaptation, should be applied during the delivery of the curriculum.  Such 
effective methodologies will motivate learners to participate in class.  
Finally, teachers ought to collaborate with another in a respectful manner.  
Such exemplary behaviour will inspire learners to respect one another (see 
4.3.2.1 B and 5.6.3).  
• Teachers must engage learners to participate and interact with one 
another.  Conversation for learning is enhanced by engaging them and 
encouraging them to respect one another.  Thus, they will be able to relate 
to one another.  The culture of working together is also encouraged as 
learners learn to trust and connect with one another.  Participation in class 
is maximised as learners feel free to express themselves during learning 
and when constructive discussion is stimulated.  The study further 
revealed that teachers need to provide positive feedback to learners.  By 
so doing learners are motivated and encouraged to learn.  They also feel 
accommodated, acknowledged and accepted and so learning is enhanced 
(see 4.3.2.1 C and 5.6.4). 
 
Utilisation of resources assists teachers in illustrating learning content to learners 
and this relates learning to their world of work.  Learners then understand clearly 
what is being taught and are able to participate in their learning.  Learning 
resources must be provided.  Furthermore, positive feedback must be provided 
to maximise and enhance learning (see 4.3.2.1 E and 5.6.5). 
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Assessment must be tailored to the needs of each and every learner.  The 
following approaches must be used by teachers: cooperative learning, group 
work, peer tutoring, and collaborative problem-solving.  The study indicated that 
teachers used these different approaches in order to enhance learning and 
accommodate all learners.  The usage of a variety of methodologies also played 
a major role in the assessment of adult learners.  Teachers were able to be 
creative in designing and conducting site assessment for their learners (see 
4.3.2.1 F and 5.6.5). 
 
It was evident from the study that teachers should agree on the principle of 
adopting inclusive beliefs, values and attitudes.  In such an inclusive atmosphere, 
learners learn to respect their teachers as well as their peers and to be tolerant 
of one another.  Such a culture needs to be nurtured by both learners and 
teachers because it enhances teaching and learning (see 4.3.2.1 G and 5.6.7).  
 
7.8 Limitations of the Study 
The study was limited to an AET in the GED.  Although there are four AET centres 
in this District, the study was limited to only one centre that was purposely 
selected.  The findings of this study may be applicable to the other three centres 
because they all have similar conditions.  The fact that the implementation of IE 
in South Africa is not yet complete, had an impact on the research. 
 
One of the members of the research group passed away in the course of the 
study and this reduced the number of participants and also the relevant 
contributions that she would made to the study.  My role as a district official and 
researcher had an influence on the teachers because, to some extent, it 
compromised their openness and honesty about some of their practices.  I 
initiated most processes and they generally relied on me; therefore, they did not 
take any initiative to work on their own, which shows that there was a general 
lack of trust.  While the study was intended to be emancipatory, their lack of self-
confidence presented a challenge and the goal was not fully realised.  For 
example, while teachers could take the initiative to probe their practice, their 
decisions would still be judged in terms of how far they complied with policy that 
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was mainly administered from the top down – especially by the principal who did 
not welcome any innovative ideas from the staff members.  Although teachers 
might have been empowered with ideas on innovation they remained powerless 
in articulating their ideas within the current system since they feared they might 
be expelled for expressing themselves. 
 
7.9 Recommendations for Further Research 
Conducting this research has been one of the richest learning experiences I have 
ever had, especially considering that managing adult learners who experience 
barriers to learning in the classroom has been a thorny issue to participants as 
teachers.  Finding ways of identifying, overcoming and preventing these barriers 
to learning is something worth striving for. 
 
According to the literature study, earlier researchers have already explored the 
implementation, practice and perception of IE.  What appeared to be lacking was 
research on practices of teaching adult learners with diverse needs in AET 
insttutions and the extent they are inclusive. 
 
As briefly referred to below, this research has identified some factors that need 
to be attended to in order for IE to be effectively practised in adult education 
classrooms namely qualified teachers, relevant resources and assessment. 
 
Qualified teachers 
It became evident in the study that most teachers are not qualified and this has 
an impact on the planning of the lessons and also in the mastering of the subject 
matter (see 4.3.2.1 A, 5.6.1 and 6.5.1).  
 
Relevant resources 
Lack of resources was shown to be of crucial importance.  It is evident from the 
present study that inadequate resources or lack of teaching and learning 
materials, especially materials that are relevant to adult learners, are a major 
challenge.  Providing these resources cannot be left to the discretion of AET 
centres and teachers to improvise.  As promised by the DoE (2002:31) and by 
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the National Coordinating Committee, the government should identify, extend 
and develop resources and materials that will teach and support teachers to 
overcome the barriers to initiating the process of learning (see 4.3.2.1 E, 5.6.5 
and 6.5.5). 
 
Assessment 
The study identified challenges teachers experience in assessing adult learners.  
Assessment must be tailored to the needs of every learner for learning to be 
stimulated.  Different approaches need to be used to enhance learning (see 
4.3.2.1 F, 5.6.5 and 6.4.6). 
 
7.10 Conclusion  
Education in South Africa is vital to social transformation and the building of an 
industrially and commercially strong country that can find a place alongside the 
developed countries of the world.  IE is envisaged as the panacea to social 
exclusion and marginalised minorities. Adult teachers are the primary 
implementers of IE.  
 
The study has achieved its aim which was to explore teaching practices that could 
enhance inclusive teaching in AET institutions in Gauteng, and to find possible 
solutions to the problems.  The importance of this study is that it gives a vivid 
picture of teaching practices that could enhance inclusive teaching in AET 
institutions in Gauteng.  This study forms the basis for future research since it 
was only conducted on a small scale (one centre).  Future studies on the same 
topic will need to investigate all adult education centres in Gauteng. 
 
This study offers a proposed framework that can be used by the relevant parties 
in the adult centres in Gauteng in order to guide them in the implementation of 
meaningful teaching practices in inclusive adult education.  
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APPENDIX A: LETTER TO THE DEPARTMENT OF 
EDUCATION: GAUTENG EAST DISTRICT 
 
7 Carina Avenue    Tel: 0732728334 
Morehill 
1501 
April 2014 
 
The District Director: Gauteng East District 
 
RE: PERMISSION TO CONDUCT RESEARCH FOR A PhD 
 
Dear Sir/Madam 
 
I am a registered PhD student at the University of Johannesburg.  I am engaged 
in a research project investigating the preparedness of educators in implementing 
inclusive education in AET institutions in Gauteng East District? 
 
➢  The research topic is:  
INCLUSIVE TEACHING PRACTICES IN ADULT EDUCATION AND 
TRAINING INSTITUTIONS IN GAUTENG EAST DISTRICT 
 
Teachers in one of the AET institutions in the District will be requested to 
participate in the study. 
 
Kindly take note that the study will not intrude the individual rights or privacy, nor 
will it apply ethically unacceptable procedures.  Data collected will be kept 
confidential and names of participants and the centre won’t be revealed. 
 
The investigation will include selecting a research task team, observing educators 
presenting lessons and conducting the interviews.  The action research program 
will be designed jointly with educators and implemented through an integrated 
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quality management system (IQMS) to avoid disruption to normal teaching in 
classes.  The envisaged starting date is May 2014 and end date November 2014. 
 
Hoping the request is considered. 
Yours truly, 
Nthabiseng Ngwenya 
Researcher 
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APPENDIX B: LETTER FROM THE DEPARTMENT OF 
EDUCATION 
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APPENDIX C: SAMPLE OF LETTER TO SCHOOL 
PRINCIPAL FOR PERMISSION TO UNDERTAKE 
RESEARCH PROJECT 
The Principal 
 
I request permission to please undertake a research project teachers from your 
institution for the purpose of completing my research in education for a PhD 
through the University of Johannesburg. 
. 
The research covers the key challenges educators experience in the 
implementation of Inclusive Education following the publication of the Education 
White Paper 6 Special Needs Education: Building an Inclusive Education and 
Training System (DoE: 2001). 
 
The research will provide information on inclusive practices in Adult institutions 
in Gauteng East District. The Gauteng Education Department has issued 
approval for the research.  
 
I request that you, as principal of your school, grant me permission to undertake 
the research with your educators as participants. Each participant will be a 
voluntary participant and letters affirming confidentiality and anonymity will be 
issued. 
 
Kind regards 
 
CAN Ngwenya 
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APPENDIX D: ETHICAL CONCERN FORM 
Teaching Practices promoting inclusion of adult learners with diverse 
needs in AET institutions in the Gauteng East District 
 
Instructions to participants:  
 
Please write your name and sign in the space provided in section A before you 
participate in this study.  Once the study is over debriefing meeting will be held 
with you to clarify misconceptions and anxieties that you might be having as a 
result of the study.  
 
Section A 
 
I ___________________________________, voluntarily give my consent to 
participate in this study.  I have been informed about, and feel that I understand 
the basic nature of the study.  I understand that I may stop taking part at any 
time and my anonymity will be protected. 
 
Signature of Research Participant: _________________________ 
 
Date:  _______________________________________________ 
 
Section B 
 
Please sign next to each of the following statements once the study has been 
completed and you have been debriefed. 
 
_______________ I have been debriefed. 
_______________ I was not forced to Participate in the study. 
_______________ All my questions and concerns have been addressed.
APPENDIX E 
262 
APPENDIX E: DAILY REFLECTION DIARY 
Name of educator: ____________________ 
Date: ______________________________ 
Subject/Learning Area: ________________ 
Grade/Level: ________________________ 
 
Practice indicators Observations and comments 
Lesson plan and presentation  
Mastering of subject matter 
knowledge, skills, teaching strategies, 
intervention strategies, approaches, 
etc.) 
 
Educator-learner relationship 
(communication, motivation, 
feedback, etc.) 
 
Participation of learners  
Availability and usage of teaching 
aids 
 
Assessment  
Others   
 
Name of observer: ______________________________ 
Signature: ____________________________________  
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APPENDIX F: INTERVIEW SCHEDULE 
INTERVIEW SCHEDULE 
The interview questions will be derived from the data collected through 
observation.  The interview questions will be intended to the fact that educators 
should give a detailed account of their practices in the class, reflecting on their 
experiences and to gather more data.  The questions will be open ended and will 
be focused on themes as observed during the observation process. 
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APPENDIX G: RESEARCH MANAGEMENT PLAN 
Activity Date  Responsibility 
Election of the research volunteer 
group 
18 August 2014 AET educators 
Dealing with ethical issues and 
introducing the project 
21 August 2014 The researcher 
Identifying practices through 
brainstorming 
27 August 2014 Research team 
Conceptualizing inclusive concepts 18 September 2014 The researcher 
Determining (evaluating) current 
practice 
22 January 2015 Research team 
Observations in the classroom 12 March 2015 Research team 
Learner focus group interviews 14 May 2015 The researcher 
Participant Observation 22 July 2015 Research team 
Report from observations 14 August 2015 Research team 
Report on unstructured interviews 28 September 2015 Research team 
Discussing the shortcomings of 
Practices 
16 October 2016 Research team 
Planning to adopt practices in the 
classroom 
10 February 2017 Research team 
Evaluation of adopted practices 21 April 2017 Research team 
Determining the impact of visits in 
the first 3 months 
24 August 2017 Research team 
Determining the impact of visits in 
the second 3 months 
9 February 2018 Research team 
Agreeing on report 23 March 2018 Research team 
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APPENDIX H: PRESENTATION ON INCLUSIVE 
EDUCATION 
Definition of inclusive education 
The term ‘inclusive education’ refers to the notion that students with various 
degrees of special needs can be educated in regular schools along with their 
ordinary peers It is an approach that requires a theoretical understanding of the 
ways that children learn, and the inter-related issues of social justice that impinge 
upon children’s experiences, which, in turn, are enacted in the choices that 
teachers make in their classrooms (Floriana & Spratt, 2012:2). 
 
Inclusive education means that mainstream schools actively welcome children 
with disabilities or special needs, and have the training and resources that allow 
them to provide the support needed by different learners (R2ECW, 2012:1).  It 
avoids segregating children, and rather actively works at enabling children to 
learn with and from each other.  Furthermore, it emphasises the importance of 
children with disabilities having the same opportunity to learn and grow to their 
full potential as any other child.  It avoids segregating children, and rather actively 
works at enabling children to learn with and from each other. 
 
International declarations, treaties and statements 
Following the Salamanca statement (UNESCO, 1994), educational inclusion has 
been accepted as orthodoxy in many parts of the world, and policy responses are 
evident throughout Europe (European Agency for the Development of Special 
Needs Education, 2006).  Article 24 of the United Nations Convention on the 
Rights of Persons with Disabilities demands that state parties provide an IE 
system at all levels (United Nations, 2006). 
 
Yet the development of inclusive practice within schools has proved to be 
challenging, not least because interpretations of the term ‘inclusion’ and how it 
should be enacted are inconsistent, and change over time.  As Riddell (2007:34) 
commented: “Discourses are malleable and words such as inclusion can be used 
by different interest groups to refer to dramatically opposed concepts.”  
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IE is a globally mandated education policy phenomenon that promotes students’ 
right to quality education by means of adopting new educational approaches and 
arrangements to meet the needs of students with special educational needs 
and/or disabilities effectively.  ‘Broad’ definitions of IE extend beyond the notion 
of disability to include learner diversity on the grounds of students’ varied 
ethnic/race, linguistic, biographical and developmental characteristics Riddell 
(2007:34).  
 
The widespread view proclaimed by proponents of disability studies, some 
disability federations, and many disabled people that there is a human right to IE 
was eventually substantiated by international law with the UN Disability 
Convention 1 in 2006.  Riddell, 2007:34 further points to the human right to 
education by mentioning Article 26 of the Universal Declaration which states the 
main goal of education, which should be free, compulsory in the early years, 
accessible, and based on merit for higher education as follows: to fully develop 
human personality; to strengthen respect of human rights and fundamental 
freedom; to promote understanding, tolerance, and friendship among nations and 
different groups (with respect to religions and ethnicity); and to support the UN in 
its efforts to maintain world peace, which means that the right to education has 
become a right to human rights education Riddell (2007:36)..  
 
Inclusive education in South Africa 
The implementation of IE in South Africa came in the midst of curricular changes 
instituted by the African National Congress-led lead government since 1994 
(Makoelle, 2012:94).  Makoelle (2012:94) mentions that the broad transformation 
of the African society towards equality coincided with the initiation of inclusion. 
The Constitution of the Republic of South Africa, Act 108 of 1996 section 29(1) 
states: “Everyone has the right to a basic education, including adult basic 
education and to a further education, which the state through reasonable 
measures must make progressively available and accessible.” 
 
The statement is fundamental to ensuring the inclusive nature of the schooling 
system.  Before 1994, the schooling system was based on a racial and special 
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needs education approach, then after 1994 this segregated system was replaced 
by a unified schooling system.  In 1997, the National Commission on Special 
Needs in Education implementation of IE in South Africa became part of a broad 
social transformation of the society.  
 
The South African Schools Act 84 of 1996 and the Education White Paper 6: 
Special Needs Education: Building an Inclusive Education and Training System 
(DoE, 2001) were introduced, and they acted as legislative and policy framework 
for the implementation of IE.  Section 5 (1) of the South African Schools Act 84 
of 1996 states:  
 
“A public school must admit learners and serve their educational requirement 
without unfairly discriminating in any way.”  
 
The legislative process underpinning the Education White Paper 6 (DoE, 2001) 
became the roadmap for transforming the education system into an inclusive one.  
This policy calls for a significant conceptual shift that is based on the following 
premises: 
• All children, youth and adults have the potential to learn, given the 
necessary support. 
• The system’s inability to recognise and accommodate the diverse range 
of learning needs results in a breakdown of learning. 
 
The Department of Basic Education has adopted a strategy that will drive the 
implementation of IE policies.  The Education White Paper 6: Special Needs 
Education: Building an Inclusive Education and Training System (DoE, 2001) has 
two major components, elaborated in two sets of guidelines: 
 
The National Strategy on Screening, Identification, Assessment and Support 
(DoE, 2008) guides IE policy by defining the process of identification, assessment 
and enrolment of learners in special schools, and it curbs the unnecessary 
placement of learners in special schools.  This policy document provides 
guidelines on early identification and support, the determination of the nature and 
level of support required by learners, and identification of the best learning sites 
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for support.  The document also provides guidelines on the central role of parents 
and teachers in implementing the strategy.  The Guidelines for Responding to 
Learner Diversity in the Classroom through Curriculum and Assessment Policy 
Statements (DoE, 2011) provide practical guidance to school managers and 
teachers on planning and teaching to meet the needs of a diverse range of 
learners.  This document has recently been redrafted to incorporate curriculum 
changes in the Curriculum and Assessment Policy Statement (CAPS), and the 
revised document forms part of the CAPS orientation programme for teachers 
and education officials. 
 
The implementation of IE in South Africa is very slow for numerous reasons that 
relate to problems that affect the education system as a whole, the role of special 
schools and other support structures, and conditions of poverty.
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APPENDIX I: SAMPLE OF LETTER INVITING 
EDUCATORS TO ATTEND A WORKSHOP IN INCLUSIVE 
EDUCATION 
Dear Colleagues 
 
 
You are kindly invited to attend the workshop scheduled as follows: 
 
Date : 30 May 2014 
 
Venue : Staffroom 
 
Time : 16.00 
 
Duration of the workshop is expected to be an hour. 
 
 
Kind regards 
 
Ms Dlangamandla 
(Secretary) 
 
